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- Foreword

Premises:
e That most people live in a world largely created by themselves
e That most people do those things most effectivelv which make sense to
them . _
e That for complete living people need:to make choices about amd be
responsible for their own behavior. ;
The premises on which this book is based are consistent with the
ASCD purpqsc of furthering self-respect, self-discipiine, and self-responsi-

bility. The authors cast tmese premises in the context of our culture, with

balance between societal rules and conditions on the one hand and indi-
vidual rights and responsibilities on the other.

They make the point that all of us, the teachers and the taught, need
to be moving toward self-direction. This does not mean leading unstruc-
tured, calloused lives. Quite the opposite. It means knowing more about
who we are, where we are goipg, and how to get there in a caring: and
disciplined manner. It means we need to work for the creation of those
conditions which make fulfilled lives an increasing possibility' for every
individual. It means taking responsibility for our own lives because-only
to the extent that this is done do we grow and become educdfed human
beings. : ;

With its definitions, review of literature, examples of current prac-
tices, practical suggéstions, and encouragement to explore, this publication
will be a source of information for those who want to know more about
self-directed learning, and a reservoir of ideas and inspiration to those
dedicated to the furtherance of these efforts.

BENJAMIN P. EBERSOLE

President, 1979-80

Association for Supervision and
Curriculum Development

iv
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 Preface

‘Lact =eruon needs to learn to plan, to mane Wisc ces. and - tak
cespores ity for hus/her- life. Survival of our socien - whole. -
the w .earn how to plan wisely together. More itos clea o

indvidually and coliectively we need to improve in o oility Lo B sel
ieezz and seif-responsible-—and to have continuing  zch in | bili
z0 » - ~1f democracy itself is to survive.

Scrooling in America periodically gives explicit ma. - atten w > th
knowwwse, values. and skills needed by citizens in a ¢ -JoCrai.. ..ciet
These -icles in zducation alternate with cvcles in v - the fo 5 .
swhoolinmy is on ~“back to the basics.” The “basics™ ir 1 crmzmer
ppanarith to the skills of readin;;, writing and arithme—-. of shuure T B

“*oanics ™ needed for survival of, and improvement in, d=nocrauc ' uce-
isncluge the “3 RS™ and much more. It is that expeoded viewe .t the
“toas  with which this publication is concerned, and:u which . #3CL°

Proect on Self-Directed Learning has given its attemicen duning ¢ rst
vea; of existence.
. ASCD’s Project on Self-Directed Learning was infzzzed in Qc+ober of
7. Bs members--(Lois Jerry Blanchard, Delmo I¥- :a-Dora Ricrard
oster, and-Anthony Gregorc) outlined a publicatio™ wizich weu:.d be the
#st: sterp in a series of proposed actions designed to encowrage amid assist in
mtw:  Jevelopment of schiool programs fostering self=directed lexring
Ims publication is intended to be a referec= . urce I\ p=ople
mivrestend 1n fostering seif-directed learning. It descroes ¢ ch: .aeristics
# «<lf<directed learners and also atternpts to summmari -he higimights of
-oftang practices and relevant research of the - = 30 veaer.. Many
pregiams initiated in past years were effective in dezar - vith somme aspect
of self-directed learning but v..re not widely dissem. and f-:w people
now recall them. A great deal of research which is rev it o th: - issue has
becn reported in past years to the small audienc: b reas: research

C
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vi MOVING TOWARE . +-DIRECTED LEARNING

findings. Relatively I has been applied in schoub. It i hored that this
publication will call 41t ation to these practices and research ~o that they
will be used more wiiely. Another air: is io stimulatc more research in
areas which will impr-we the state of the art.

Not enough at-ntwon has been given to the impact o social and
cultural forces on tracming and learning—certainly not i inz ways in
which such forces afiect the development of self-d rected l=urnir.. Chapter

4 attempts to do sc- . .=d on research and pructices r2- sried by four
experienced practitiomers ’
Finally. in Chapter - . there is a description of way: » .nitiating and

fostering self-<Cirectec  -arning in a school, « strict, <t e, or other
institution. ’

The draft outlir  or the publication was velor.. ~v Lois Jerry
Rlanchard, Delmo De::i-Dora, Richard Foster. .+ I Ar wnmy Gregorce. It
was reviewed by a r—mmber of individuals, by '* .; = =rzziing an open

meeting at the ASCD anncal Conference in Sar - .0 12 March 1978,
and by Unit Preside—ts of ASCD in May {-% ' .ellent ideas were
aceived for coatent ari for potential contributor aese sources.
Delmo ‘Della-Dorz drafted Chapters 1. 2. = 1ncorporated in
them contributions fro-m Nancy Spencer and Ec - e (Chapter 1) and

Anthony Gregorc, Ja 1wes Wells, Pat Knudse air  Orr, and James
Berry (Chapter 2). '

Chapter 4 was written by Barbara § ~wr. e Halverson,
Alberto Ochoa, and -+na Maria Rodriguez, ¢ ediwi. v Delmo Della-
Dora. _
¢ Chapter 5 was .rafted and edited by s Jer  Blanchard with
contributions from Arwur L. Costa. Delme  «'la-De .. Mario Fantini,
and Richard Foster. — . helpful suggestions t Rob.  Anderson (Texas

Tech University), Re~ t S. Gilchrist (U.S. rnatiozesl University, San
Dicgo), and H. Vauz.:, Phelps (Westside Commu-uty S=mols. Omaha).

Project« members  Foster, Blanchard., - Gregowe provided con-
structive comments ot drafts of all chapte: -~ did Villiam ‘C. Miller
(Wayne County Intermediate Schooi Districc.  ichigani. David Thatcher
(Sonoma State College, California), Edwin - ~ite (Stzte Department of
Education. Virginia). Judith Hunt aud Junc ufford (5Soth of California
State University at kayward). A graduate : _deni. Judy Krupp, assisted
Tony Gregorc ir. g thering rescarch - findings on learning styles for
Chapter 2. . '

The members of :he Project on Self-Directed Learning thank all those
who assisted in th. przparation of material for putlication.

DELMO DELLA-DORA
Project Director
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1.
What Is

- Self-Directed Lea.rmng”

Self-div ced learring refers to characteristics of schoolm' which should
distinz:..n education in a derhocratic society from schooling in autacratic
societrs  ina Jomocratic society, students need to have opportunitiests learn
how t 100se wr.at is to be learned. Aow it is to be learned. when itisto be
learned. and how 1o evaluare their own progress. Students need to learn all
this in scttings which provldL for the active assistance and coaperation of
teacher- and other adults. and of their peers,

T+ - question of what ages or stages of deveiopment are appropriate for
learnii : these skills is a critical one because many parents and school people

" ire not convinced that students are capable of learning decision-making skills

and o1 assuming the consequent ruponslbths until they are of high school
or evun of college age. |

}owever, the authors ef this publication are convinced that young
peopi . are capable of beginning to learn to participate in significant ways in
zduc.:ional decision making in the elementary school. By the time they are
=nter- 1g early adolescence. most young people are capable of pargicipatingin
majo- ways in determining educational goals. 5ubju.t matter for learning,
methads for learning; teaching. and ways of assessing educational achieve-
ment. Support for this belief is found in a number of school practices
througnout the country as well as in a substantial body of related research.
The re:zvant practices and research span a period of some 30 to 50 years but
are net yet widely known even among professional educators. A brief
summary of the highlights of l\l"mn school programs and of the relevant
research is contained in Chapter 2.

Self-directed learning is nor synonymous with what is generally referred
to as individualized instruction. Current approaches to individualized
instruction. often involve having teachers learn how to: (1) diagnose pupil
learning needs. (2) prescribe ~ducational activities to fit the diagnosis, ar.d(3)
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2 MOVING TOWARD SELF-DIRECTED LEARNING

monitor progress to assure that the prescription is being foilow<> 3 to
validate the diagnosis. The language of these approaches is borrow:  rom
the medical profession, the educational psychology is behz.ic: - in’

conceptualization, and the inherent philosophy is essentially autk:orit.: . 1in

‘character. Such approaches to individualizing instruction provid: .tz :—no
_ opportunity for students to learn either the skills of decision m: . 10

learn to take on any responsibility for their own learning. .

~ The roles of the teacher ir: self-directed learning are vital onees =z :arzir
naturc varies in many ways from those which are prevalent for mosi w=rhers
today. Certain functions remain essentially the same, however. Gree =xzmple
of similarity is that the teacher should be anactive participant with :individual
students and with the class group in all aspects of the learn:ing process,
whether it be in a completely teacher-directed setting or one in which students
are learning to be self-directed and seif-responsible.

Another teacher role which should be in evidence with all tescinng styles
is to make clear that being self-directed in a democratic society in:clades being
sensitive to the delicate balance between societal rules on one: hand and
individual rights and responsibilities on the other. This balanwe requires
continuous attention from teacher and students. In this conmection, it is
imporiant for students to learn that decision making opermates within
prescribed limits. Teachers need to help students discryver what the current
limits of decision making are in every school situation and must: indicate the
source of the constraints,(law, board policies, school regulaw.ons, teacher

‘opinion). This does not imply that the limits, once discover=d. are to be

accepted unquestioningly but only that they should be known. as part of the
information necessary for decision making. Ways of producing desired
change in the current rules, opihions, regulations, policies, and-iaws must also
be given major emphasis.

These similarities in the role of the teacher in traditional teaching and in
teaching for self-directed learning are noted because to some educators the
phrase seif-directed may connote that teachers become less important. Others
may be concerned that self-directed means “selfish-directed” and that it may -
foster self-indulgent qualities in students. Neither of these inferences is
correct, as will be illustrated ip the subsequent material.

This is an excellent périod in our history for review of educational efforts

which involve students in making decisions about their own learning. Among
.the reasons for doing so: .

1. Awareness of Non-traditional Approaches. Many (perhaps most)

_educators, parents, and students today are familiar only with teacher-directed

and school-prescribed practices for teaching and learning. :
This generalization may not be true for a lafge number of active members
of the Association for Supervision and Curriculum Development or for,

’

9



WHAT IS SELF-DIRECTED LEARNING? 3

experienced educational innovators. But. the general public and a large
proportion of educators do not know that there is both a body of useful
educational research and a 50 year history of successful programs and
\Jractices which support the basic principies of self-directed learning.
Everyone involved with education of people in the elementary and
secondary schools should at least be aware of this kind of research and of the
relevant promising practices as they make decisions about-whether to move
toward more teacher-direction or toward more self-direction by students in
planning school programs.
_ 2." Reference Source for Suppor: of Self-Direc ted Learmng In those
cases where self-directed learning programs are underway, or are being
considered, it would be of value to be able to refer to the supporting data {or
such programs. This could be used either to renew one'’s own faith or in
discussions with potential supporters.

3. Mutual Support Systems. A number of people are interested in the
kinds of learning advocated in this publication. However, many of them feel
alone in their interests and/or efforts because popular opinion inside and
outside the profession is heading in another direction. The members of the
ASCD Project on Self-Directed Learning intend to facilitate communication
between individuals and groups interested in the many kinds of self-directed
learning programs by assisting in the establishment of networks of people

~who wish to support each other’s activities. This publicaticnis viewed asonly
one activity in a séries which both the national Association for Supervision
and Curriculum Devélopment and various ASCD state units will undertake
to foster the movement toward self-directed learning., ‘

4, Relauonshps Among Varied Approaches. Each education move-
ment, old or new, attracts a band of faithful adherents. ften, they become so
involved in proposing and in defending their own paﬁlcular program that
there is not enough energy left over to explore co'mmon elements and
relationships with other similar programs and practices. The authors believe
this is true in the case of self-directed learning prograjns and will attempt to
indicate areas of overlapping interest and common goals among many
different programs.

S. Bases for Developing New Programs. People who are dissatisfied
with attempts to carry out competency-based education, and with the
narrowly-defined and prescriptive sets of grade-level standards for gradu-
ation now springing up all over the country, will find it helpful to consider
alternatives.

6. Available Research and Promising Practices. As noted earlier, the
awareness of useful research and of promising practices is severely limited in
education. Some reasons for this arc discussed in Chapter i. This
phenomenon also exists in other fields; it is not umque to our profession.

-

- 40
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4 MOVING TOWARD SELF-DIRECTED LEARNING

Much past research can still be developed for use in the classroom today.
We could improve programs and practices significantly if we weresimply to
know about and develop past research, dxssemmate ‘Gevelopment work. and
use promising practices.

1. Additional Research. While the axaxlable research f'ndmgs have not
been used extensively, there is always the need to know more and improve the

state of the art. A small but significant number of people are already familiar

with all the current research findings and th&premising practicesin this field.
It is hoped that consortia of pubhc schools, universities, and other education
agencies will develop in different regions of the countryto prowde forneeded
research. qusxble kinds of needed research are suggested in Chapter 3.

With the foregoing in mind. let us examine the nature of the behavior of
students who are becoming more self-directed and then look at what teachers
or schooly should be doing to help them along.

Stud¢nts who are making significant progress toward self-directed
learning Will: .

Wantto take increased responsibility for their own learning

Be willing and capable of learning from and with others

Participate in diagnosing, prescribing. and evaluating their own progress

Clarify their values and establish goals consistent with their values

Develop individual and group plans for achieving their goals

Exercise self-discipline

Understand their own learning style and be willing to tr) other

potentially useful leariing styles
Become familiar with and know how to use a variety of resources for
learning
Be capable of reporting what they have learned in a variety of ways
Know when and how to ask for help or direction from others
Analyze the dynamics of groups and become capable of using group
decision-making process.

In addition to thé key characteristics cited here, self-directed learners '

share the need to display characteristics common to all kinds ofleairngrs, such
as a healthy self-concept (self-respect, self-appreciation), rcgard for individ-
ual rights, and sensitivity to tae need to balance off *“my” rights against those

of other individuals and those of society as aiwhole. They will also learn to
A} . . . . o« .

prize human differences. including those related to race, sex, ethnicity,
religious affiliation.. and social class. Students will use these differences to

clarify and develop their own ideas about and their own understandings of
self and othérs.

If students are to learn all the foregoing. in what respects would teacher

*
e,
s

-
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. {':,_WHAI IS SELF-DIRECTED LEARNING? 5
roles change apd how might they behave differently? There are differing
degrees of teacher-dnrectedness as there are of self-directedness and so a range
of Poss:bnlmes is described to illustrate the two modes and points between
them. The nllustrauons used are in the areas of: (1) deciding what is to be
learned. (2) selecting methods and mategals for learning, (3) communicating
with others about what is being learned. and (4) evaluating achievement of
goals. The labels “school-directed™ and “self-directed™ as used here do ror
reflect extremesin either case but rather what might be commonly expected in
each case. The mid-point category is intended to assist in exammmg the
nature of the changes which might describe the conuwrh moving Irom ~~
school-directed to self-directed learning.

Deciding What Is to be Learned
School-Directed: The school and/or {eacher select all requnred subject.

. matter, define all educational goalseand also determme the nature of all

~elective courses or activities offered.

Mid-point: Studems have a voice in selection of subject matter to be
learned for at least part of each day or each vear. They do this either in
required school céurses. in seiecting certain activities, and/or in proposing
what electives should be available. -

Self-Directed: Teachers and students cooperatively establish and use
criteria for selecting subject matter. These criteria typically take into account
goals, current student interests and needs. possible value for éollege'
preparation, potential value for career choice and preparation, necessary
general cmzenshnp know]edge and skills, and contributions to understandmg
self and others.

Selecting Method and Materi<:- i .. ! arning
School-Directed: Textbooks and sur:i ...~ i.. 4ks are chosen by
the school or teacher for use ineach field ol : i .« - also select films or
other instructional aids and occasionally +..z. ‘.. .- and arrange field
_trips. Students opefatein teacher-led activitieseitter - .. 2<class groups,in

smajl groups. or in individual study.

Mid-point: Teachers give students some opticns for sources of
information and for skills to be learned, or students select their own
alternatives with teacher approval.

Self-Directed: Teacher and students, together, examine the varidus ways
of learning and teaching available in schooland in the community. Students
are helped by teachers and others to find ways of using a variety of methods
and materials. Students and teachtrs establish criteria to determine which
methods or combinations of methods are to be used for the particular goals,

\

\ .
\
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6 \mvno. TOWARD SELF-DIRECTED LEARNING

subject maucr. and skills being pursued. Methods ¢riteria can inv ohc trying
~ out new méthods to see “how they work for me,” improving use of previously
" used approaches, learning availahiiity of the resources necded (cost,
ddmancc). and rc!cvancy of the methods and materials available. Teachers
either u:ach how to use the various methods and malena!.s or assnsl ‘studentsin
~finding ways to learn how to usc them. . - :

Communicaﬁng With OIhers About Whnt 1s Being Learned

School-Directed: Tcachcrs usually specify onc: or morc of the following
) in havmg students indicate what they are learning: written reports, oral
> reports, completed workbooks or laboratory manuals, and oral or written
. answers to questions or problems in the textbook.
) /' . Mid-point: Students are given & choice of methods of reportingand are -
encouraged to use different forms of reporting at different times. Students
may proposc and use other forms of reporting, with consent of thei mstruclor
~ Scif-Dnrec!ed Teachers and students together establish rules for
v d»cndmgawhnt forms of communicating { ,mrung) are supitable for the
o occasion, Rules usually gwe attention to learning how to use new ways of
. " reporting, how to improve in prc"lousl) used methods of reporting, what
*. methiods are being used by others{to provide for variety), how other members
of the class can learn best, and whether certain methods are more appropriate
for the content and goals in question. Methods of reporting considered. are
cxpanded to include visual and performing arts (arts, crafts, role playing,
original drama, tape recording, photographs). Tcachcrs cither teach the
rcpomng ‘methods to bg -used or assist students in finding waysto learn them,
as nccdcd

Evslluating Aéhiewment of Goals

School- Dtrected Teachers decide when to assess. what to assess, and
how to assess. The most common, riethods are pre-tests and post-tests, or,.
demonstrations {performing arts, ph)sncaj education), of products (arts,
crpfts homemaking, shop). Primary emphasis in evaluation is on memoriza-

. " tion, on recall or orf demonstration of skills—withina framework established
by the school. Assessment measuresare dn'nscd or selected by the school. The -
most regent development is some fori, ofaﬁhoo]-detcrmmed set ofbchanoral, i
objectives or competencies. \
;. -Mid-peint: Teachers provide soms lamudc for sxudcms to determine |
_wheh they are ready to be tested or allow students to submit plans:for
“altérnative ways of measuring achicvement of particular competencies.
~ Teachers may also encourage students to submit data to substantiate what'
cach has learned for those times whe.n the students work on pcrsonallv chosen -
subjccts and goals:

K

. “
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o " WHAT IS SELF-DIRECTED LEARNING? 7

Self-Directed Teachers and students consider together how to assess
knowledge, skills, feelings, interests. and .behaviors related to the original
goais and topics. Data are gathered for ongoing feedback and at the end of

~units of study. Assessment measuLe.ialc selected jointly by students’and
‘teachers. utilizing commerq,illg avanlié‘tmmtumls teacher-devised mate-

rigls, jointly-developed (teacher-student) measures, and, in some cases,
rmeasures developed by students. This procassincludes tcaching students how
t0 use and interpret appropriate diggnostic tests, how\to select tests which are
valid and reliable, and how to construct assessment measures for cognitive,
affective, and psychomotor dimensions of learning.

The ideas, practices, and research described throughout this publication
focus pnmanly on the period from 1930 to the present but other relevant
practices could have beenkited from at leax: 100 years ago: To helpestablisha
familiar reference point, fhe assumptions underlying most of what is writter -

“here are probabl\ mos losclv related to the philosophy of John Dewey. Not

the John Dewey p’Qrccwed by followers of A. S. Neill and his Summerhil}
School or the John Dewey whom some saw asan American Rousseau, but the
person who wrote Democracy and Education (Dewey, 1916). In this volume.
the “progressive™ aspects center pn the commitment to the belief that schools

" must concern themselves with lmpronng the democratic qucrht) of living in

this society and faith that human beings are capable of learning to generate
these new, and improved ways of democratic living. Democracy and
Education might be viewed-as traditionalist in the sense that Dewey believed
that-the rights of individuals and the rights of society are inter-dependent. He
shared. the optimism .ol Darwin’s ‘belief that the evolution of life is
characterized by the survival ot the most fit of the species and. bvxmplicatron
that-all humaannd has -an  infinite capdcxt) for improving in all its
dimensions. This :.xtcnds to the capacity for improving the teaching and
learning processes. In this view, schools become one of the chiefinstrumentsfor
transformation of this*society, end of the individuals in it, to a’ society
operating at successively higher levels of enlightenment.

Self-directed learning, as the authiars view it, is rooted in the basic

+ philosophical pos'Lttion~ that no One can “know™ what is “right” for anyone

else. Its psychological base is probably best expressed by the authors of
ASCD's Perceiving, Behaving. Becoming (Combs, 1962). The authors of that

" ASCD Ycarbook stated that educational purposes and perceptions of the

nature of the wosld come from within each individual. All people create the
world in which they live. Purposes, perceptions—and potential—are all,
literally, unique to each person. In this context. education consists of people

helping each other discover what lies within each person and assisting each
\other in making that potential manifest in living.

Nancy Spencer has summarized tkis point of view in a posmon paper
L. <
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entitled “The Developmeni of the Self-Directed Learner as the Aim of

Education™ (Spencer). The following ideas are drawn frem her document: *

lsearning about the self is an essential part of education: it is learning to
grow in the fullest sense. The development of self-directed learners must then
include development of a positive view of self as an agent for self-
actualization and self-direction.

o Adapting and changing through the process of secking knowledge
represents Carl Roger's developmental view of wo(man) involved in non-
directive teaching. The individual who is a self-directed learner as a result of
this approach to teaching has curiosity, can choose interests and goals, can

“make responsible choicas,

Part of the mouvation and capacity to bc self-directive results from the

_gratification of the basic~nced for self-respect and self-esteem. When the

individual has A positive vicv: of self, then (s)he is motivated . . ..

Self-direction is only poussible when (certain) ... needs Hefined by
Abraham Maslow (survwal safety, love, ego) have bccn fulfilled (Goble,
1970)

Wken an individual has a respect and liking for the self, then it is possnble
to direct learning experiences that will begin to fulfill the need for self-
actus:ization and self-direction.

; .The implications of a positive view of self are far reachmg Sich a
view of-sclf affects school achicvement (Combs. 1976 Purkey, 1970); it'is
instrumental for adults involved in planning their own learning projects
(Houle, 1961; Tough 1971) and for them to be fully funcnomng beings
(Rogers, 1951).

. Itis because an mdlv.d ual has a posm\c view of self that (s)he 1$ able
to move toward self-actualization, to be less decndcnt upon others to direct

. and to plan and implement . . . learning projects.

. Self-directed learners do not necessarily need to have'an almosphcre
'created for them in order to explore their own capacities. A positive view of
self gives the self-directed learnera portable supportive dtmosphcrc. anaurap,

that provides . .. a sense of personal power.
Learning is a personal matter. . . . The personal meaning that a self-
‘directed learnsr discovers in the process of learning ... becomes that

individual's means for achiqving his; her chosen ends. Sclf—dlrectcd learners
have discovered deep personal meaning in the process of learning. When an -
individual's perceptual field includes a view of self in the process of learning,

-and that view has meaning, the learner recognizes why (s)he is . . . and what

s(he) is capable of becoming. ... “This knowledge is used to plin future
growth through self-directed learning. The consistency of such behavior
indicates that the mdmdual is self-actualizing and directing hls/her own
learning.

,‘ 15
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Sonllc of the critics of this humanistic psychology describe it as soft,
permissive, or fuzzy-minded. Thes¢ are probably valid eriticisms if
interpreted to mean that individuals pursuc their own purposcs and
perceptions with little or no regard for other people’s goals or views, orif each
student’s impulses, whims, and wants are indulged without requiring some
rationale or criteria for decision making. The irony is that the schools and the
teathers who make all decisions for students may be guilty of being “soft”
because they do not require students to take increasing responsibility for their

“own actions and decisions. It s being “tough™ to require that students

.

participate in making decisions which affect them, particularly.if they must be
based on some ideniifiable system-of decision making. g

While it is popular to describe the world in the languugc of
masculine/ feminine power terms {*tough” or “hard.” "soft™ or “permissive™)

_ those emotional terms tend to obscure the real issues. We suggest less time be

devoted to such labeling and more to the nature of what we want from our
snhools As in the field of consumier education, the label is less important than

_the qualuy of the product.

The swuthors of this publication bchcve that students can learn to be
rcsponsxble for their own learning. that the degree of their ability to be
responslblc is a function of the individual's capability (affected by age or stage
of development) and that it is also a function of what teachers, parents, and
others know about how to help students become. self-directed and self-
responsible. Needless to say. teachers, principals, and other educators must
be moving toward becoming sclf<directed learners themselves 1fthev hope to
succeed in hclpmg, students move in this direction.

There have been nuinerous cases of success by individual teachers and
some cases of success by whole schools in promoting scif-directed learning.
This has occurred with all age groups: beginning with the ‘early elementary
school grades. Available rescarch evidence also supports the belief that most

“students are capable of becommg self-directed.

Among the most _promising trends conmhutmb to self-directed learning

" are the.various self-discovery techniques and systems. Young people should

be encouraged by parents to examine how thev learn before coming toschool,

“Schools should then continue this self-cxamination of learning processes at’

each stage of each individual's development. If students become bored with
what is being learned, they will probably continue to be fascinated with how
they are learning. ch people lose interest in self as a subjeet of inquiry. This
has implications for teachers in looking at the processes they use {or theirown

learning as well as for their teaching.

If what.-has been.discovered by many individual teachers. by a few
schools, and by research were to be gathered together and shared, the state of
the art would be improved dramatically. If this were done and if additional
nzeded development and research were to be employed systematically over

16
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the next several years in a number of locations, the nature of American
education would be changed for the better in significant ways. The
democratic character of our whole society would benefit as well.
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2.
Prommg Eramces
Relevant Resea.rgh

B
i -
B

-_Educatlonal\movemcnts ¢bb and flow with: ‘varying mtensnty at different
-periods in our hjstory. There was the equivalent 'ofa high tide for sélf-directed
learning activities in the heyday of the progressive education movement which
reached a crest in the 1930’ and early 1940’s. It receded drasticallyassoonas
the Russian Sputnlk orbited in 1957, Another high tide for student
participation ln decnsnon making came dunng the period of college campus

“unrest” and then spread to high school “unrest” in the late 1960’s.-

A counter wave of tidal proportions is now upon us in the form of

. accountability syst ms management systems competency-based education,

_grade-level standards ' prescriptive learnlng, teacher-made individual learn-
ing plans, and the like. Some are fearful now that the mevements toward self-
directed learning of the past 50 years will be engulfed and washed dway Such

- need not happen. :

This chapter hlghhghts research f'ndlngs and promising practlces since
the 1930's. These represent some well established bases to build onnowand to
use in the-near future when the flood waters of authotitarian movements
affectlng education-have receded . .
, All items included are judged to be ones Wthh contribute to some
aspect of self-directed learning. Some deal with only one relatlvely narrow
aspect of all the dimensions of self-directed learning described in the previqus
chapter (examples include values clarification and noral development).
Other items, such as teacher-pupil planning and community-based or
citizenship education, potentially involve‘most of the learning.outcomes with
which this publication is concerned. All items included are percelved to be
relevant today gven though some first appeared more than 30 years ago

S . ~
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A TeaEher-Pupil' Planning

The core curriculum movement in secondary schools of the late'1930s is

. one major example of the use of teacher-pupil planning. During the same

period, the ‘unit approach and project approach to teaching in elementary .
schools were being developed in many placesin the country. These movements
had elements in common, namely an attempt to correlate or integrate
traditional subject matter fields and pupil involvement in some aspect of
helpingdecide whatwastobedoneinsctool.through planning witheach other
and with the teacher. The impetus forinvolvement of studentsin planning with
the teacher was, in part, an outgrowth of Dewey's influence and of the work of
the Progressive Education Association. However, it would be oversimplifying
toattribute the interestin teacher- upil planning to any one person orany one
cause. Thestlrnngsofhberal egalitarian forces wereev ident inmanyaspects of

-life in- our country during the Depression and, again, shortly after the

conclusion of World War I1.

~ Several landmark studies during this time bolstered interest in

cooperative teacher-pupil planning. One was the classic Lewin, Lippitt, White

study of the effects of adult leadership styles on elementaryschoolage children

(White and Lippitt, 1960). '
The styles which they compared were described as “democratic,”

“autocratic,” and “laissez-faire.” The results tended to favor the democratic

-.which involved adult-child planning, with the autocratic (essentially the

traditional adult-directed setting) next most effective, and the laissez-faire

- approach least effective. Some critics felt that all progressive educators used

the laissez-fdire style or the “*What will we do today, kids?" approach. These
critics failed to distingui§h between carefully planned involvement of students
with teachers, favored by most progressive' educators, and the hang-loose,
relaugely unstructured style espoused by afewofthe proponentsof progressive

eeducation. - .

Another Iand mark plece ofresearch mvolvmg teacher-pupll planningand

programs in 30 schools from high.school through college from 1933 to I94I

"(Aikin, 1942). Each of the 30 schoals abandoned the. tradmonal college
- preparatory curriculum'and developed alternative ways ofpreparmg students

for success incollege. Thealternatives varied widely butmany of themincluded
unified studies, core curriculum, or life<entered studies. Students were
generally allowed latitude either in choice of subjects or participation in

_planning with teachiers w ithin classes, or both. The graduates of the 30 schools
- were compared with graduates of schools which had not departed from the
-traditional college preparatory track. The students in theexperimentalschools
\dld as well as or better than their counterparts academically and in leadership .

[N
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’

roles as well as in athletics and in other extra-curricuiar aspects of eollege life

Further analysis indicated that students from the sch-: - which had made the

greatest changes from the traditional highschoolproz s were significantly
more successful in college, judged by most criteria, th.  :he matched students
from the control schools (Aikin, 1942). '

The results of the Elght Year Study eame out int - nidst of war. By the
time the nation and its new crop of educators were ugbhn;: to return to
peacetime activities, fev were aware thatthe research .Ad beendone and even
fewer pursued its lmphcanons for school reform.

The high school core curriculum movement did enjoy a measure of
popularity, particularly in and around the schools involved in the Eight Year
Study. Research studies were condueted comparing the core curriculum with
the more traditional departmentalized subject approach. While the results
generally indicated that core curriculum students did as well as or better than
students in traditional settings, the research was not as comprehensive or as
well defined as could be desired (Vars, 1970; anht 1963).

Comprehensiveness was lacking in that most studies of the core
curriculum measured onlyacademicachievementand used group achievement
tes:s. Measures of decision-making ability, problem-solving skills, ability to

" plin, and other factors which were the distingnishing features of the core

curriculum were aftempted in only & few instances and even then were
evamined in a relatively‘superficial manner. Laek of definition arose from the

many meanings ascribed to’the term “core curriculum.” It was sometimas used’

(incorrectly) to describe one teacher teachingtwosubjects. usually Englishand
social studies, in a traditiondl manner with no teac™  nupil planning (block-
time classes). It could also be used to describe (apr ettt V) classes Whicha
teacher conducted for two or three periods. wi. cXtensive teacher-pupil
planning using a broad-ficlds approach to suby. v ratter. Most research
‘studies did not distinguish between those radicali- mtferent approaches. All
were lumped together as block-time or core classes. )
Several classroom teachers wrote “how to do it” books based on their
successiul experiénces in carrying out teacher- -pupil planning. Among them
were Teacher- Pupil Planning for Better Classroom Learning (Parrish and
Waskin. 1958) and Dentocratic Processes in the Secondary Classroom (Zapf.
1959). Both books contain descriptions of practices which were not only
successful in their time but are also promising practices for the present. Two
more rcccntpubllcanonsm thisfield should also be noted: Studdentsas Partners

in Team Learning (Poirier, 197Q) and Teac hing, Lovmg and Self-Directed

Learmng (Thatcher, 1973). Teacher-pupil planning has gencrally been used
more often in elementary schools than in secondary schools. For those who
may -be interested in catching an educational cycle at its peak, the rext
appearance ¢ of general popular interest in’ teacher- -pupil planning is likely to
occur \ln 3-5 years as a. reaction to current directive approaches.
|
b r~
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14 MOVING TOWARD SELE-DIRECTED LEARNING T
B. Community-Based Educational Programs and szenshlp
- Education

In the 1930's, a number of educators and community people initiated the
community school movement based on the premise that the roral community
. educates its young, thatschools represent one important part of this educative

process, and consequently schools and the other educative agencies of the
community should coordinate efforts for this common purpose. The original
community school movement and other more recent examples of commu-
nity-based education programs include the belief that the curriculum should
focus more on present issues'and real problems in the community and engage
students.in working with community people on improving the quality of life
in the community. That philosophy can be summed up by saving that rhe best
preparation for the future is to successfully deal with today's issues and
problems today. One of the first conceptualizations of how a community
school might operate was described by Archibald Shaw (1956) in his detailed
description of the “Random Falls” plan. i

~ While Random Falls was a mythical place, many of the programs and
practices described there were based on actual activities going on'at that time "
in a number of locations in our country. One novel feature was that each
student in this proposed four-year high school was required to spend one
‘quarter of each year in some kind of community service role, either in the
‘immediate home area or in the community of an exchange program school.
High school seniors, for example, would spend one quarter of their senior
'year in community service in an underdeveloped country. (This concept was
proposed before the advent of the Peace Corps.)

Commumty-based -educational programs have become much more
popular in recent years and hundreds of illustrations of successful practices
and programs are now being reported (National Commission on Resources

" for Youth, 1974; Tyler, 1978; Natlonal Association of Secondary School
Prmcnpals 1974). . ’ .

“The major significance of community-based educatlonal programs for
those interested in promoting self-directed learning is that students take on
real rather than simulated responsibilities in some community activity. What
they do, unhder school direction, makes a difference now in their own lives
and/or in the lives of others in their community. Examples ofcommumty-

" based activities inclulle snxth-grade students reading to the elderly 1p

retirement home-in Mill Vali=y, California; high school students béing trained
at a health clinic to give taiks to their agemates and younger people about
drug use, nutrition,'and memnta! health in Minneapolis, Minnesota; teenagers
" in Cornwall-on-Hudson, New York, operating a natural science museum for
the community: Navajo voush.in Utah intef'viewingglgé;_peopleimhéi?tribe
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to preserve their tribal history on films and in books; students in the New
Voter Project in Marin’ County, California, helping register new voters,
developing materials for proposed new ordinances, and working on
community environmental education projects; students in a racially mixed
eighth grade room in River Rouge, Michigan, selecting for-study the toplc
“How Can We Improve Race Relations in This Class?".} \

~ Citizenship education has co-existed with community-based education
and the two sets of activities overlap in nature. One of the {irst comprehensive
reports on citizenship education which described courses of study, effective
procedures in classroom teaching and learning, out-of-school activities,
school-community relationships, and democratic school administration
appeared in 1940 in the Educational Policiés Commission’s Learning the
Ways of Democracy: A- Case Book of Civic Educarion (National Education
Association, 1940). ) . .
_ In its" 1951 Yearbook, the National Council. for the Social Studies

described a number of projects, research studies, in-service education
workshops, and accompanying instructional materials then in existence for
the purpose of learninghow to teach students to be more effective members of
a democratic society. Much of value was devetoped in these projects. Chief
among them were the Syracuse Citizenship Education Conference; the three-
year Cambridge Civic Education Project sponsored by the Educational
Research Corporation in 1948; the five-year Detroit Citizenship Education
Study begun in 1944 with an initial grant.of $85,000; the Kansas Study of
Education for Citizenship funded by a grant-of $240,000; and the Citizenship
Education Project at Teachers College, Columbia University, established in.
1949 with an initial grant of $50,000and with supplemental grants of $400,000
and $958,000 to carry through 1953 (National Council for the Social Studies,
1951, pp. 110-23). The activities and projects reported produced results which
were helpful then and which would still be of interest to many people today.
The-amounts of funding are cited to lllustrate thc major commitments of
money for those, times.:

Continuing national interest in cmzcnshlp education extended through
the late 1950°s and these activities were reported in anodther Yearbook of
_the National Council for the Social Studies, szensth and a_Free- -Society:
Education for the Future. The editor of that publication, “Franklin'Patterson,
then Director of th/e/Tufts _CivicEducation Center, argued that, “Our task is
to find-a-way to move education from a relatively inert role.in the social order
to one of 'leadership in $ocial change” though not *. . . by increasing our
schools’ output of qualified scientists and technolognsts" (National Council
for the Social Studies, 1960, pp. 14, 15). : -

One of thé most salient points made in relation to self-dlrected Iearmng
appears in"Chapter XI of the NCSS 1951 Yearbook in which Erhpg Hunt

-
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summarizes results of elementary and secondary school programs -for
citizenship education. He emphasizes five points regarding citizenship
education, “First: information is indispensable. Second: information is not
' enough; understanding, skills, attitudes, and behavior . .. must also have
i explicit . . . attention. Third: citizenship education is an all-schoo! and all-
community responsibility. . . . Fourth: democratic citizenship should be
practiced, not merely talked about . . . ; young people should be encouraged
to exercise initiative and allowed to exercise responsibility. Fifth: ... all
school workers . .. have guidance resporsibilities” (pp. 122-23). .
In analyzing community-based and citizenship education, the major
difference between them appears to be the emphasis of the role of schoolsand -
. the role of the community in education. The need to have community and
schools working together actively in education and to have students engaged
in community projects is common to both. The philosophic difference might
be ‘the notion that the community educates and schooling is one part of
community education on the one hand, and the belief that schools educate by
making active use of the community on the other.
Both sets of concepts are relevant to self-directed learning in that they
call for students to:

‘ Take increased responsnblhty for their own learnmg as they select
'prOJects to work on in the community
2. Develop individual and group plans for achieving goals
3. Clarify values and establish goals consistent with their values
4. Exercise self-discipline needed to carry out school and commumty—/
- projects’ ! ,
5. Become famlhar wlth the wide "variety of school resources and
commumty resource materials needed to carry ous “live,” ongoing projects -
-~ 6. Learn how to report to others in various ways about what their
) findings are _ : : \
7. Dlscover when and how to ask for help as it is needed
8. Be capable of partncnpatmg with other students and with adults m
group decision-making processes.

Students of all races and ethnic groups, of both sexes, of all socnal class -
backgrounds,. from every region of the United -States, and from city,
-suburban, and rural areas are providingevidence every day that young people
- can take on what we usually refer to as “adult” responsnb:hty and do so’
- creditably. This should not be surpnsmg when we consnder thatin many parts
bamclpate as full-fledged members of the adult society when theyare asyoung
as 10, 11, orl2year§ofage-—astheydldmourowncountryuntlltheturnofth!s
century Itiseasy to mlstake lack of opporlumly for responsnblhty for lack of

- . o - B
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capability for responsibility, particularly in technologically advanced and
relatively affluent countries like our own. v

C. Values Clarification and Moral Education

The question of what is “right™ and/ or “right for me”™ must be addressed
in making decisions, regardless of the age of the person doing so. The work of
Louis Raths, Sidney Simon, and others in values clarification and of
Lawrence Kohlberg and his associates in moral education are the most widely
known attempts to help provide answers to this question through school-
based efforts.

_ Both systems have been used in a number of locations, the results have
been viewed with favor in most of these situations. and there is research

evidence to support claims of effectiveness. Research shows that students can -

learn to understand and to state what they believe in (life values) and to
behave in ways that are consistent with those beliefs. Although the two
approaches have much in common, some basic differences in assumptions
underlie cach and those differences are important to those of us who are
interested in self-directed learning. ‘

____———Values clarification experiences are dcsngncd to hclp students dmover

what their values are and the role of teachers is to facilitate this process but
not to shape which values are chosen. The teacher is active as a co-equal
participant in ‘stating views and directs the processes used, but actively
discourages having anyonc be in a dominant role in determining what the

““night” values are or which ones are of most worth. The emphasis is on

individual Self—dnscovery and self-assertiveness with equal regard for the
rights of others to hold their own values and to act on them (Simon et al.,
|972) :

"Kohlberg, on the other*hand, describes stages of moral development
arranged in a hierarchical fashion from “level one” to “level six.” Each
successive level is perceived as being Supenor to the precedmg one. In his
view, while moral growth tends to be associated with other growth and
development of young people, almost all people become fixedatonelevelina
particular stage of their moral development and this fixing takes place at a
different age for each person. Fewer and fewer people will ever arrive at each

‘of the successive higher levels (particularly the two highest levels)and, finally,

people at each stage of moral development find it difficult, perhaps
impossible, even to understand the moral viewpoints of persons who are two
levels or more beyond thenr own level of development. Therole of the teacher
in the Kohiberg model is to encourage students to make progress from one

‘level to another, or to help-them direct themselves toward higher Ievels of
g

moral development (Kohlberg, 1970).
In demdmg whnch approach is more appropriate, nfjustone istobe used

L
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the user should be aware of the potential shortcomings of each. Values
clarification is criticized as fostering the notion that all values are of equal
worth or that “anything goes.” Many parents object to exposing their children
to other sets of behefs—-—pamcularly those which may challenge moral, reli-

" gious values held by the parents.

Kohlberg's moral education is sometimes criticized as bemg too limiting,
both in purporting to describe all of the major moral viewpoints worthy of
consideration and also in implying that there should be-indoctrination of
students according to one person’s opinion of which sets of beliefs (“levels” of
moral education)are ‘inherently superior to others.

“Jan Tucker identifies three other values-education approayhcs in use
today, namely, “evocation and union,” “value analysis,” and “action
learning.” However, values clarification and moral development are perhaps
the most widely discussed approaches and, with various modifications,

_probably the most widely used. While a fair amount of research has been

conducted in this ﬁeld it has been inadequate in scope and methodology for
the teacher or other educator whoislooking for the particular elements wk:ch
are most likely to contribute to specified learning outcomes (Tucker, 1977).
More wili be said about-this in Chapter 3. ’

Another major program for helping students decide what is “right” for

. them to do is Ralph Ojemann’s work done on “causal”teaching in the 1940’s

when he was Chief of the Child Welfare Research Station at Iowa State
Umversxty Ojemann was trying to find ways to prevent mental illness by
teaching students to understand the “why” of human behavior, both’their
own and that of others around ‘them. He developed materials for use in .
teaching traditional subjects at both the elementary and secondary school
levels.- Research on its use in public school classrooms indicated that

- significant improvement resulted in pupil understanding of the causes of

human behavior and that subject matter was learned as well as or better than

-when traditional methods and materials were used (Ojemann, 1970). AS with

much of the research :fhd successful application reported here, few pegple
even know-of his work and fewer still have made use of it despite the fact that
it takes little time to leatn to do and costs very little to carry out.

The efforts related tq values clarification, moral education, ahd causal
teachmg all are designed to illustrate the basic principle that all behavior is
caused, that the causes are\discernible, and that awareness of the bases for
behavior will help individuals and groups to establish more valid goals and

make wiser decisions. It would seem that values clarification orits equivalent

muyst precede goal.setting ‘ahd all other. activities. related to-self-directed
learmng Logically this makes sense: how can wise choice$ be made if the

"decxsxon maker does not haveja clear notion of personal priorities for living?
. Psycholog;cally, few people follow a linear process of establishing values—
setting goals consistent with Tose values—oselectmg activities to achieve the

2
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goals, and so on. Discovery of personal values, moral principles, and other
causes of human behavior'are important to all other aspects of selt=directed
" learning. However, the discovery processes are unfolding and dynamic ones,
.even with the use of the best of currently available skills and knowledge. Part.
- of this is due to what we are capable of understanding at various ages, partto
the complexity of each person’s nature, and part to changes which regularly
occur in individuals as a consequence O social interaction. The most
important aspects of the processes mvolv d have to do with self-discovery and
self-awareness. /

D. Estabhshment of Achlevable Goals, Self-Dlsclplme. and
Self-Assessment o

P .

Teachér-pupil planning"c')ften includes establishing class goals (or goals

for a teaching unit). It has been widely used ir the core curriculum, in the unit

approach to teaching, and in class pro;z.cts as described in an carlier portion
of this c‘lmnea yd ~

Work by Daud McClelland at Harvard on achievement motivationand
follow-up efforts by Alfred Alschuler in the 1960’s on teaching students to be
achievement-motivated give special attention to learning how to define
achle\able’goals and proceed to carry them out. Achievement motivation
teachlng was first employed by McClelland with business people in India to
help “them become successful in business. Using the same principfes,

.achievement-motivation techniques were developed and used cffectively in
Ppublic secondary schools (Alschulereral., 1970). The same principles could
beapplied in elementary schools as well ' '

Alschuler and others have gonc on to develop ‘ways of promoling self-
discipline in the. achievement of goals through what they call sacial literacy
training. lnthlstrammg teachers and sluduntstot.cthcremmmcthe behavior
of studerts and the system of schooling to determine causes. of discipline
problems and to formulate methods forimproving dlsClplmz. (Alschulewl al,
1977). .

A number of publications have prov ided excellent gundclmcs “for
promoting self—dnscnplme Among these is the ASCD, booklet by George
Sheviakov and Fritz Red! (1944) published more than 30 years ago and widely
used: It continued to sell so. weﬂ that it was revised for the Assocxatlon by
Sybil K. Richardson in 1956 and is still a best-seller.

The third ingredient in carrying out goals (after learning how to deﬁne
achievable goals aftdd maintain self-discipline) is knowing how td* self—assess B
progress made. N
©  Self-assessment was given great impetus by the work of Ralph Tyler in’

~ formulating his concept of behavioral objectives, first utilized extensively in
- his evaluation procedures for the Eight Year Study.(Aikin, 1942). .

‘s
3

267

v

73



O

ERIC

Aruitoxt provided by Eic:

- -
> -

(Y] ce -

20 MOVING TOWARD ssn«pmu TRD LE ARNING

in tcachcr -puph._planning, studénts and teachers ask. "Wha? would we

look like if we were to achieve this goal"" “What would we beable o do. say. S

write, eic., that we cannot do now?™ in developing skills of group decision
making the question might be, "What dues a ‘person took iike when he she is
an effective mefdber of a group involved in du.mon makimg?”. To establisha

_continuum, two other questions might be d\l\Ld “What does a person ‘ool\'

Jike when she he is completely incffective as a arember of such a group™ and
“What does someone do who is somewhere in between being complc;c]y
ineffective and highly cifective in a decision making group”. Use of
behaviorai objectives to clarify -goals, to help identify useful learnmg
experiences, and to cheék on work in progress (formafive evaluation) can be
useful. Recent uses of behavioral objectives by federal, state, and local
education agencies as major means for cmiu.mng achievement of goals
{summative c»a!uatmn’) are not advocated for use -in programs for self-
directed l:armng ) a -
Another likely source of self-assessment techniques resides in conversion
of technigues for assessment of students by reachers to assessment of students

by themselves. Most of these teacher-diagnostic techniques ¢an bg used in’

their pn.‘scnt forrn for older youth to learn how to use, or can be adapted and
simplified for younger students.

Self-assessment activitics have been devised for use withalmost every

conceivable goal. Relatively little has been done to date, however, indevising
assessment of each major educational goal in terms of-ail three dimensions of

- humanness (cognitive, affective, and psychomotoric). The emphasis has been

on the cognitive and to a lesser extent on the motoric aspects but relatively
little on the affective. This is true despite the fact that how we feel about what
we deo.and know isiilways importaniand is often the dominating aspect of our
being. Teaching, -including that for self-directed learning,. could improve
dramatically if more teachers would examine their thinking, feeling, and
acting simultaneously in cvery dimension of education beginning wuh goal
setting and extending through evaluation of achievement. :

. E. lné'reasihg Students’ Opﬁions for. [:earning Activities

" The nature of the léarning activities provided by schools helps'establish
the limits of what can be learned. We obviously cannot {oster creativity in
schobls unless students have an opportunity to display creative thinking.
Similarly, we cannot expect to witness scientific problem solving, democratic
decisicn making, scholarly essay writing. or acceptance of people of other
races and ethnic groups unless students both observe and pa rticipate actively
in productive c‘(pcncnccs directly relating to thest goals.

At leadt threctareas of promise for increasing the individual student -
potential for learning have emerged from research studies of the past 20 vears. .

27 n .
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These are the studies of creativity, of intellectual processes (Ghilford ).and

“split-brain” research findings.

Complementary research in the 1950's by Jacob Getzels and Philip

.Jackson at the University of Chicago and by J. P. Guilford at the University

of Southern California led-to the finding that most school activities make use
of only a small portion of the intellectual processes students are capable’of
displaying. For example. Guilford identified some 120 intellectual processes
or factors which humans can utilize. But, traditional achievement tests and
intelligence tests call for use of only some five to fifteen of these factors.
Traditional classroom activities also use few of these factors, most of which
fallunderthe rubricof “convergent”thinking. thatis. relyingon memorization,
simple recall, deductive reasoning, and simple application of known facts.
Very little in school, operation or in standardized tests calls for “divergent”
thinking. that is, “generation of information . -. . where the emphasis is upon
variety and quantity of output from the same source” (Guilford. 1967).
Getzels and Jackson. who worked with children’ at-the University ol

~ Chicago Elementary School, found that students who had the highest scores

on intelligence tests were often not the same students who had the highest
scores on tests of creativity. When students in the upper fifth of each set of
scores were cofmpared. only about one third of the students were found on
both lists. In comparing students who were on one list but not on the other,
the “high-1.Q.” students more often held values they viewed as being
consistent with those of¢heir patents and of other adults. placed less value on
a good sense of humor, were more likely to be chosen by teachers as desirable
students. and were more likely to receive higher grades (despite the fact that
the achievement scores of “high-1.Q.” and “high-creative™ students were
comparable). Significant differences in child-rearing practices 2lso emerged
in- comparing the “high-1.Q." and “high-creative™ students (Getzels and
Jackson. 1962). ’
The implications of thee research studies for self-directed learning are
that the. nature’ of tcaching mcthods. materials, and content needs to be
expanded radically in orderto capitalize on just the academic potential of
students-—even of Angle. middle-class students whom the schools have
traditionally afforded the greatest opportunity for success, The scholastic,
(cognitive) part of schooling is under-utilized. 1n advocating a return to the
basics. those who are doing so probably are neglecting as much as 90 percent
of the cognitive. scholastic. “tough™ part of what schooling could be. This
cmission is ‘being corrected by Mary Nacol Mecker (1969) and others in
proposing ciassroom activities for all of Guilford's 120 intellectual processes.
Other dimensions of human potential appear in split-brain research
findings. Education and the Brain.a Yearbook of the National Society for the
Study of Education (Chall and Mersky. 1978). summarizes work on the
nature of the brain in.all the education-related aspects from a cross-
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disciplinary view. Bob Samples (1976) has extracted for classroom use some
of the research findings from studie$ -on the “other half” of the brain.
Scattered reports indicate that practices based on split-brain research are
effective, both with underachieving and slow learning children as well as with
more academically able youngsters. Some enthusiastic proponents claim

-more about the potential of this movement than available data would warrant

at this point. However, it is an area of investigation which is certainly worthy
of further study. ’

All educators have much to learn from what is now known about
fostering creativity, about the nature of intellectual process, and about the
findings concerning the “other half" of the brain. These kinds of research
frhdings have special significance for those. who want to engage students
actively in their own learning. The potential for what might result if only the
teacher had this information to use with students is great. However, if
individual students were able to learn how to discover and use it to help each
other learn, .the results could be even more exciting. With assistance from
teachers, results might be beyond our ability to conceive of at this time.

F. Learning About Learning Styles*

“Learning style” isa broad, general term defined in many ways. Learning
style, as used in this section. is the personally preferred way of dealing with
information and experience for learning that crosses content areas. ¥our style |
is you'it action in all aspects of life. All writers, regardless of the terminology
used or the parameters emphasized, are in agreement that one‘s'st,yﬁe affects
one’s view of the world and one's resultant learning and behavior.

*  An essential part of the sglf-knowledge necessary for self-directed
learning is the knowledge of one’s own learning style. Herb Thelen (1954), the
father of investigations in learning styles, suggests that “the most significant
quality of a good teacher is that he is able to meet his own needs tkrough

“playing the roles required to make activities educative for students. . . .

Learning by students is ‘complicated by the facts that different kinds of
learning require different roles, and- that learning experience is complex,
involving thoughts, feelings, actions, emotions, and desires” (p. 41). Thelen
suggests that teachers know not only their own learning styles, but also those

* of the students. Thelen also suggests continuous diagnosis duringteachin, -

achieve a reality-centered education that relates to three basic aspects of
teaching: “conscious problem solving. group process, and individual
meaning” (p. 50). This raises the question of how one can identify learning
styles. : .

. Y : , ,
*Section' F was prepared by Anthony Gregorc, University of Connecticut, Storrs. with the

assistance of graduate student Judy Krupp. The portion on cognitive mapping was prepared by
James Orr and James Berry.

P To, |
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Numerous researchers have studied learning styles. -Witkin (1954),
Kaganan.d Wright (1963),and Hunt (1972)alldiscuss thefield-independentor ..
field-dependent person. The field-dependent person has a global environ-
mental view. Such a person is relational and subjective and often enjoys social
studics and the humanities. The field- -independent individual is an anal\tlc
objective person who controls his her emlronmnnt Such an individual May
prefer the sciences.

Weisgerber (1971) dmussu other dimensions of learning style. These
include degree of attention or scanning ability, breadth of categormng
conceptualizing stvles. cognitive simplicity or complexity, leveling to see
commonalities or sharpening to see differences. reflectiveness or impulsivity,
constricted or flexible control, and tolerance for incongruous or unrealistic
experience. Kagan ( 1971y adds a tenth style, risk-taking versugs cautiousness.

To complicate the picture further, Smith, Bodoin, and Bentley (1975)

suggest that learning style involves sensory factors such as visual, tactile. and
auditory receptivity: human interaction factors such as group size, people:
people, people-things. and people-action relationships: and other factors
such as timing, temperature. time of day, and hunger.
) Rosenberg (1968) has studied learning stvle as the locus of information
and theé level of symbolization emploved. The locus of information can be
intrapersonal or extrapersonal according to Rosenberg and. the level of
symbolism can be concrete or abstract. Four styles result: rigid-inhibited,
undisciplined. acceptancesanxious, and the creative person. -Rosenberg
hypothesizes that the effectiveness of a style depends upon the amount of
material that can be processed and that the amount increases in direct
proportion to one’s abstract ab:lity over the value for concrete ability.

Given this complexity and diversity of categorization how is a teacher to .
diagnose learning styles? Observation of behavior, observation of errors,
interviews. and inventories can be used by a teacher to diagnose learning
styles. Cross (1976) gives excellent suggestions about observations and
interviews. Numerous authors present inventories which are accessible, easy
to administer, and represent a composite of the numerous learning style
characteristics enumerated here. =~ -

_ Dunn and Dunn (1972) provide a learning stvle questionnaire that is
geared to the child. The child is asked about environmental stimuli such as
scund, light, temperature, and design: emoticnal stimuli such as motivation,
persistence, responsibility, and structure: sociological stimuli such as degree
of aloneness: and physical stimuli such as perceptual preferences. food intake,’
time, and mobility. After the child has completed the questicnnaire, the child
and teacher have more knowledge of the man, parameters in that child'st
learning process. A child who prefers to work with others i & brightly lighted
area and who needsto move about can be givendifferent means of achieving a
learning task from the one who likes to work alone in a brightly lighted area
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and who is sedentary and perservering. Such knowledge of self is the
foundation for self-directed learning. . : :

Anthony Gregore (1977) offers a learning style inventory geared to
adults. His test places four scores for the adult on a graph:

P
N

CS
CR AR

AS . O
The adult is placed according to the degree of concreteness or abstractness
and-degree of randomness or sequentialness in learning source preference.
The resultant behavioral preference is then discussed. An “abstract
sequential” person (AS), for example, decodes abstract symbols well, whereas
the “concrete sequential” person (CS) prefers a direct sense-related, hands-on
experience. Understé’nding of these traits in oneself as the teacher, and in the

_child, results in learning that is based on more than ‘ability or achievement

testing. When the abstract scquential person is enjoying the lecture the
teacher has so carefully prepared, the ab;tract random person may be
looking out the window, reading the bulletin board, or wishing to discuss the
topic rather than listen to a lecture. Ability aside, achievement is related to use
of oné’s learning style or ability to adjust that style. N

Simon and, Byram (1977) have enclosed within their book a “Communi-
cating Styles Survey” by Paul Mok. The test gives information about one’s
learning style under favorable and under stress conditions. The fourstylesare
called “feeler,” “thinker,” “sensor,” and “intuitor.” The test, geared to the
older student or adult learner, is particularly applicable to the teacher’s
learning style. Simon and Byram describe a precise way for a teacher to
establish a student learning style profile. Little time is needed to dosoand the
results are rewarding. o ‘ )

" _An instrument directly applicable to teaching style is available in the
work of Smith er al. (1975). The instrument places a teacher on a continuum
for influence, from direct and dominating to indirect and facilitating; for
" management, from laissez-faire toA_,business-like structure (reminiscent of
Lewin, Lippitt, and White's work); for relatedness, from personaland closeto *
"impersonal and distant; for rone, from intense and dramatic to subdued and
quiet; and for operations, from concrete to abstract.

The authors also providea morg general learning style checklist that is
applicable to children as well -as adults. It includes sections dealing with.
parameters of learning style such as intellectually-directed, emotionally-
directed, methodical-structured, open-structured, sensory, multiple-sensory,
independent, social, slow-paced and rapidly-paced styles. A slow-paced child
with a rapidly-paced teacher can result in conflict, unless both persons are
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consciously-aware of their learning style differences. Ten minutes may be
sufficient for one child to complete a learning task. but another equally able
child who #s merc random may require twenty minutes.

Regardless of which of these tesi devices a teacher may choose or
whether the :eacher chooses to observe behavior, study student errors,
interview, or use.all four techniques, it is imperative that teachers be aware of
the learning styvle of students and their own teaching and learning style: that

_students be aware of their own learning style and those of the teachers: and

that the principal be aware of his- her own learning style and those of the
teachers., Such awareness results in greater self-direction and greater
sensitivity. [t permits each individual to recognize thateach learning style has
extremes, but each is adaptive for different needs. It permits a teacher to
discuss a topic in terms that are more readily understandable to a student. It
reinforces the need expressed so well by Joyce and Weil (1972) to provide
multiple ways for the teacher to reach the learner. A teacher-may provide
concrete cxamples, a movie, a riddle. or a hook all on the same topic and
pcrmlt the learner to choose the learning approach that is most comfortable.

Ledrm’lg, styles result from a' composite of environmental and inherited
factors. According to Smith eral. (1975). they are a result of experience:
psychologlc. neurologic. and phvsiologic factors: habit: training: models: and
value preferences. Anthony Gregore (1977) suggests three types of learning
style proclivities: First, there is natural ability that is inherent in the
individual: second. there are .- synthetic strengths which are learned,
approximate the natural. and become an integral part of the individual: and
third. artificial praclivities exist which approximate the natural and areadded
on. Cross (1976) suggests that there is some evidence that cognitive styles
remain throughout life and that the mehd\lb should be on helping students
diversify their strategies.

The awareness of the learning style of all persons involved in a learning
situation can result in emphasis on the strengths.of arn individual or in style-
flexing. sometimes called diversification of strategies. Both are essential.
Style-flexing refers to the ability of an individual to us= a learning style that is
appropriate to a situatien but different from the most comfortable one.
Teachers can style-flex in two ways. They can change their behavior to

‘communicate using all styles, as suggested earlier. Second. they can help

¢hildren be more flexible in their behaviors by presenting the topic in one
mode. but giving warm supportive help.to those who are “stretching” their
learning style. The use of the first technique helps the child utilize an area of
strength, but requirés the teacher to stretch into unaccustomed ieaching
styles. Use of an area of strengthis important to sense of self and makes the
learning of new cognitive or affective material easier for the student. The
teacher is required to demonstrate “responsive flexibility,” that is. the ability
to change as the situation changes (Smith er al.). The second technique helpsa
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child stretch and develop abilitigs-that may be needed when that child must
“think about new:situations. Forexample, if a concrete-sequential child has a
feacher who is abstract-random, or a “thinking” child meets a “feeling”
teacher, then the child’s.ability to adjust will be directly related to how well
that child can style-flex. A child may call on another child who has a different
learning style proclivity to help stretch. A fine explanation of style-flexing,
complete with concrete examples geared to teachers, can be found in the book
by Simon and Byram (1977).
" Learning style materials are vital to the self-directed learner for another
reason. They provide a vocabulary and a way of thinking that emphasizes
flexibility and understanding of individual differences, thus improving the
quality of -human interaction. The child with a proclivity for risk-taking
(concrete-random) can more easily understand a disagreement if aware that
another student is abstract-random and wants a great deal of information
from many sources before making a decision. Respect for differences defuses
disagreements that are often based upon defenge of one’s self. A teacher using
a concrete-sequential learning technique, such as a hands-on science

. experiment without previous reading by the_student, might spend five

minutes discussing with the abstract-sequential student why this may be a
difficult assignment, thus leading to more self-understanding and respect for
_the individual and ultimately to self-directed learning. Even discipline
problems can be handled easily with knowledge of learning styles. Achild who
is daydreaming might simply need a commentsuchas “John, thisapproach is
concrete-sequential and your abstract-random ability is causing difficulty.
How about trying to stretch?” k
Hilda Taba, as early as 1932, ¢riticized our schools because the learner
and the psychological process of learning are both subordinated to the
learning materials or to external stimulation. Knowledge of learning styles
and application of that knowledge pldces the emphasis on the learnerand the -
psychological process of learning.
For learning to result in an “emitted response,” as Carl Rogers (1969)
would call one that originates in the learner, knowledge of learning style is
imperative. Without such knowldge one may be limited.to an “elicited
response.” Anélicited response, according to Rogers, is one brought about by
an external stimulus. The responsibility for learning rests with the student,
but the teacher must encourage the student to achieve as much self-knowledge
as pc/ssible so that the student can have confidence in self-directed abilities.
Another way of lookingat learning styles has been formulated by Joseph
Hill (1976), and is sometimes referred to as “‘cognitive mapping.” The
foljgwing information is drawn from material submitted for this publication
by James Orr and James Berry of Oakland Community College, Bloomfield .
Hills, ‘Michigan:
“Educational cognitive mapping is a process which identifies elements of
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a-person’s educational cognitive style. . . . The cognitive map is a pictorial
representation of an educational cognitive style.” Individual cognitive style
derives from each person’s (1) symbolic orientations. (2) cultural determi-
nau:s, and (3) modalifies of inference. :
he {irst set of elements mapped is related to symbolic orientatiohs. For
ample. does the individual gain meaning by reading or listening? Does the
mdividual gain meaniig from concrete sensory experiences? Also identified is.

_the person’s capacity for empathy, tiie ability to enjoy the beauty of an object

onan idea, and the nature of commitment to a partlculdr set of values,
principles, obligations, and; or duties.
The second group of elements explored is termed cultural determinants.

The relative influence of family, associates (peers). and one’s own

individuality are identified. _

The third group of elements is identified as the modalities of inference.
This group definzs the ways the individual reaches decisions or comes to
conclusions: does the person look for one-to-one contrasts and, therefor-,
seek differences or is an attempt made to synthesize data to reach a

. conclusion? All of these elements zre represented in a cognitive style map
which is depicted here: -

Educational _ ) Symbolic Y Cultural . ) Modalities
Cognitive Styvle Orientation (&} Determinants § ) of Inference

.The format of the map indicates that it is necessary for the teacher to
include each set of information in mappml_ a voung person’s educational
cognitive style. .

The educational cognitive style of an individual is not fixed but is
considered to be augmentable and modifiable by educational experiences.
Furthermore, educational cognitive style is a relative concept that is related to .
the level Of educational development of the individual, the cultural’
background of the individual, and the educational task confronting that
person. A study by Ogden and Brewster (1977) found that differences in
academic performance of high school students in science classes were related
to their educational cognitive style and grade level. :

For any student, knowledge of one’s educational cogniiive style allows
one to understand the methods and materials used in the learning process.

.3-"“'
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lndwldual studenis can reach a stage of self-matching for their own learnmg
needs. For,a teacher, information from educational cognitive style mapping
identifies ways of knowmg beyond those mcasured and fouhd in traditional
intelligence and aptitude tests.

‘Teachers who use the educational sciences -approach in the classroom
need to be aware of their own educational cognitive st)le. When both the
teacher and student are aware of each other's cognitive style, communication
and learning are enhanced. Further, teachers increase their understanding of
the student as a learner and as a person. Educational cognitive style helps the
teacher to become more. aware of the alternative ways of facilitating self-
directed learning for students (Hill, 1976). '

G. Individualization Through Groupmg Practlces and
Independent-Study

’ Two of the most commonly used practices forindividualizing instruction - -
in recent years have been homogeneous (ability) grouping and various forms
of independent study. '

, Sometimes what we learn from research and from practice is what not to
"do. This is paruc-}arly true in looking at the results of ability grouping. Itis
*quite clear that homogeneous grouping does not yield the results for'which it
is usually established, namely, reduction in the range of individual
" differences, better provision forindividual learning, and, above all, increased
learning for 'both high-ability and low-ability students: Among the
conclusions in one 1968 review of research on ability grouping was that after
some 40 years of eitensive'_ research, “the results were inconclusive and
indefinite,” and further that “Available evidence indicates that factors other -
than ability grouping per se may account for the many differences in
achievement test results” (NEA Research Bulletin, 1968).
. An elaborate and _comprehensive study ~of ability. grouping was
conducted by Miriam Goldberg, Harry Passow, and Joseph Justman in 86
classrooms in New York City and results were reported in 1966. Goldberg
concluded “No matter how precise the selection of students becomes .
grouping arrangements, by themselves, serve little educational purpose. Real
differences in academic growth result fronwhat is taught and learned in the
classroom” (p. 169). &
What has all this to do with self-directed learnrw" The unfounded belief
that ability grouping aids in learning leads to its use in establishing class
sections and is also the chiéf basis for establishing homogeneous small groups
within the class. This myth is potentially a deterrent to developing programs
for self-directed learning in that there isalsoa prevalent tacitassumption that
high academic ability and ability to be self-responsible are almost
synonymous. There are no empirical data to support this belief. It is a self-

35
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fulfitling prophecy to anticipate that students with lower 1.Q. scores and or
lower achievement test scores are less able to be self-responsible and self-

" directed in learning. That unwarranted anticipation may Set unreasonably

high expectations for one group.and unreasonably low ones for others. Italso

fails to take into account the value ofhavmg students of varying abilities learn-

from each other.
The research fndmgs from cross-age tutonng experiences, cited laterin
this chapter, suppert the notion that both (or all) pdrues involved benefit

‘from such tutoring prccesses. The broad goals which dre characteristic of

programs for self-directed learning (group-process skills, planning skills;

‘comparing, contrasting, and selecting learning styles. to name a few) require

great diversity in individual differences in a classroom. The current mania for
narrowiy and precisely defined abjectives in homogeneously-grouped classes
will, more likely, produce narrow, precisely defined. and homogeneous
groups of citizens than better-educated ones.

Other negauve aspects of ability grouping are obvious to people who are
in daily contact with schools. How often do we hear, *These are my good
kids™ or *This is my poor group™ The labeling which results is demeaning to
the students who are classed as “the dummies™ as well as to those who are
regarded as the elite. To compound the problem. when ability groups are
formed. in schools which draw from heterogeneous populations, the class
sections forraed-tend to become racial and or social class groupings. The

" issue of the relation ofsoual-cultural forces to self-directed learning is treated

at greater l-agth in Chapter 4.

Rescarch and practice strongly suggest that heterogeneous groups are
more likely to foster the kinds of learnings with which this publication is
concerned, whet}ver theheterogeneous groups are small groups withina class
or are the basis for establishing the whole class section. Teachers who wishto
cope successfully with the wide range of normal differences in learning will
benefit from léarning how to teach students to help each other and also in
learning to teach students how to individualize their own instruction.

Independent study is another popular approach to individualization of

instruction which can assist inseli-directed learning if itis viewed as one mode

in an array of learmng styles used by each student. James Wells* contributes
the followmg in support of independent study: !

e The literature has treated independent study extensively beginning n

- the late 1250's and continuing to the present. . .. Among the chief vaiues

claimed for independent study, Felder (1964} tound that the following were
supported: it develops responsibility and mdependenccm learning, provides

*James D, Wells, Associate Professor, Florida International University. Miami, prepared an

Joverview of independent study practices from which this mdxenal is-excerpted.-

.Bé L
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more adequately for ifidividual differences, and enables sludents to explore
subjects in greater-depth.

e Baskin (1960). summarized the resul!s of academic examinations of
students in independent study and pointed out that they learned at least as
much as students who had regular classwork, :

o Beggs and Buffie (1957) edited a book dealing with the theory
underlying independent study, descriptions of programs, and suggestions for
~ introducing and implementing indeper}dent study

e Probably the most comprehenswe survey and treatmerft to date has
been the work of Alexander, Hines, and associates (1967).

e Plunkett (1975) ahigh schooldnrcctorofmdependent study,descnbes )
" a career exploration program where students serve as volunteer workers as
vet another option for students to become self-directed learners..

® Oné of the continuing problems related to independent study is a
- confusion or dack of acceptance of a generally agreed upon definition.
& Wells (1966) has classified the many and varied independent study

practices into ‘ten types based ‘upon administrative arrangements in
relationship to mstrucnonal organization. The ten types are:

1. Some released time given from a regular class so that some students
may work independently on individually planned studies in addition to class
assignments .- =

2. Some released time given from a regular class so that so:ne students
may work_independently on mdmdually planned studies in lieu of class
assignments

3. Seminar groups which are smaller than ordinary classes in which
students work independently, at least part of the time, on common or

" individual topics, units, or problems

4. Individually planned programs of curricular study with regularly
scheduled time to study mdependently, in or out of school, with a minimum of
. teacher direction and supervision .

5. Independent study ‘as a part of a program of inétruction organized
.around large- and small-group instruction .

6. Individual, extracurricular enrichment study with students working
independently. before or after school or on weekends (scﬁoo! f@_‘ifities opern
mornings, nights, or weekends) : :

) 7. Vocational or work experience programs of instruction in which
" students work independently, in or out of school, so thatthey will develop
salable sknlls

8. A curricular program which emphasizes the dev°lopment of student
responsibility in regard to the individual's use of regularly offered
independent study time

)
§
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_ 9. A regularly scheduled class in the school’s instructional program
which normally requires that studzats.work independently (for example,
school publications, advanced courses in art, industrial arts, music) as
individual members of a regular class. ;

" 10. A regularly scheduled class in the school’s instructional program
which provides all students with some_independent study time in order to .
accomplish a long-term class assignment required of all members of the class
but which may be individually planned.in terms of the specific topic or
problem studied. ' » ,

o Teachers m core curriculum or block-time interdisciplinary programs -
have historically sought additional methods for increasing students’ seif-
directed learning. A variety of approaches are used for initiating and

- developing independent study in a gore setting (Wells, 1969).

o In summary, if one of the major purposes of independent study is the
provision of opportunities to learn to make intelligent choices and to learn to
learn on one’s own, then it would appear that this method of providing for

- self-directed learning needs to be given increased attention, encouragement,
and support. .

There are many other approaches to individualization of instruction
which have meaning for self-directed learning but which space limitations do
not allow for consideration of at this time. Abiljty grouping has been cited
because of its widespread use and great. popularity. When combined with
: competency-based programs, the result is a major déterrent to self-directed

learning. The reason is that most so-called “competency-based” programs -
rely on observation of pieces of human behavior« viewed separately,
atomistically. Ability grouping categorizes students into types of human
beings based on selected predetermined characteristics (grades, 1.Q. scores).
The combination of the two compounds stereotyping and limits what the
teacher is able todevelop in students. It aiso limits what students can expect to
observe in their own educational development. Not only can the’result be
dehumanizing and demeaning to the participants, it severely restricts the
‘possibility that either the teacher or the student can come to know or develop
individual and group potential for learning, in all their richness and
complexity. .

Independent study is gaining in popularity as a means of individualizing
instruction, particularly in secondary schools and colleges. If used in
combination with small peer-group planning, and teacher-pupil planning, it
"can provide an additional option for student seif-directed learning. However,
independent study should be viewed as only one of a set of modes of learning
that individual students may employ at any age level.

o 3y
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H. Using Social Class, Race, Ethnicity, and Sex

. A

Chapter 4 deals with the role of social forces in the processes of seif-
directed learning. The problems involved in dealing with these issues have
almost obscured the potential which each set of forces generates for self-
directed learning. .

Much has been written to illustrate that textbooks, tests. and the other
most-used media for teaching could be accurately described as generally’
racist, ethriocentric, sexist, and middle-class oriented. The situation is
improving but all these features remain, to some extent, in the materials used
in most schools today. What a number of teachers have done is to teach
students to use criteria for analysis of racism, sexism, and other forms of bias
and distortion in written material. Students and teachers can then engage
cooperatively in rewriting the materials used. In carrying this out, the class
learns to use @ number of sources of information, to analyze motives, to -
distinguish between fact and opinion, to draw inferences, and kindred skills.
The authors have observed students learning the necessary skills to write their
own relatively unbiased material in inner~city schools, suburban schools, and
rural areas beginning with fifth- and sixth-grade classes. It may be possible to
do this at earlier grade levels as well.

A classroom which has diversity in race, ethnicity, social class, and in
representation of sexes can be more productive educationally than a
homogeneous one. It lends itself to cooperatively examining values, learning
styles, modes of communicating ideas, providing sou.ces of information, and
establishing goals, to name justa few examples. The students themselves can
act as resources to each other; the greater the diversity, the richer the
resources. Itisalso true that div ersity can provide additional bases for conflict
and confrontation in the classroom, but that likelihood is lessened if the
teachers truly believe that a heterogeneous mix is primarily positive in nature.
See Chapter 4 for a more extended treatment of these issues.

I. Students as Resource People

Cross-age tutoring is a relatively new term in education. first appearing.
in educational literature in the 1950's. Peggy Lippitt and others (1971)
conducted research on its use and found the practice to be effective.

Cross-age tutoring typically consists of students being trained to act as

tutors to other students who are younger. Those who remember the one-
room, multi-grade, country schoolroom (which was common unti} World

War I1) will recall that the older students in the higher grades often helped
younger students in lower grades in the same classroom. This was often .
encouraged by the teachers. Its effectiveness is facilitated if no onus is
attached to receiving help, if the tutor is not perceived as being “teacher’s pet,”

’
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arnd if specific training 1s given in wlurmg Some educitors and parents fave
expressed concern that the tutor is using tim< that should be deveted torthe
tutor’s own learning and or that 1hL tutor is domng the teacher’s job
Interestingly. research indicates that the act of wwnng v bedehicul to
Iearnmg for the tutor as well as for the recipient of the twtonng

In self-directed lcarmn&, the use of cross- age tutonng can be bencticahin
several ways. Almost anyone is capable of being atutor to someane &t some
time: a person below average in $th grade snthmetic, for example. mad weli
be able to help an average 5th grade student Eachstudent needs ter leuTn haiw
to help others, must feel capable of helping others. and actually expenence
helping othgrs. Additionally. every person needs helpatvanouns nmes, must
recognize when it is needed., and be able 1o ask torit Abose il studentswho
recognize that they can help cach other, fearn to doso and aie withagtadaso
expand their oppor(unmcs for learning greatly. The teacher need not be the «
only source for learning. It is a waste of student taivnt. as well as an ‘
unnecessary burden on teaghers, t¢ have just one teacher tn o room waen
there are 25-35 capable, potenual teachers, a

"An added dimension in a classroom -xhun Livors \Llf—dl.u.ud learning

*would be to have students find out what learming styles are used by other

students in the class and to discover styles which tught e u\gd or adapied for
use b) them for their own learning tasks Not enough uld ‘nee s avinlable wo
Judge whether propje are up.fhlg of only one learmng mlg formost learming
tasks or.whether it i3 destrable .md pumbu to learn several sttles for use with
differing tasks. : .

A numbcr of promising practices have hun cited or duuxb *d briefy in

" this ehanter. The members of the ASCD Project on SeitDirected | carning-
“plan tezcompile a list of current numplo of pmmmm, praciices N seif-

directed learning from diffcrent parts of the country for grades K-12. This hist

“will Be made a\‘nhb!n to intesested individuals and orgamzagons,

Pat Knudsen, an clementary school principal 1 Waterford™ Schooi
District. Michigan, hassubmitted a brie fdescription of highlights of practice
in her school which servesas one -umpk of the hinds of informauon which
the proposed writign. collccuun ul Drd\.'xu s willinclude Excgrpts from her
material follow! = _ .

If students are to leard to think for thenebyes, solve prohlum and make
decisions, they must be allowed to do so I they are {0 jeaen 1o regulate thewr
lives in accordance with realistic aims and gaals, thyy must be imolved
goal setting. If they are to learn to work eifectiveiy with other people, they
must have the opportunity to work with others in cooperative problem-
solving. deciston-making. and goal-setung acusities. It they are to develop

¥
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responsibility, they must be given some freedom to act on their own decisions,
but held accountablc for and helped to examine the consequences of their

~ - actions. If they are to develop self-confidence and self-esteem, they must
experience success. in self-initiated activitics.

‘ Preparation

- Preparing children for the important decisions that goal-setting involves
takes time. A teacher first sets #h atmosphere within the room that is
N comfortable for discussion. Youngsters are involved in practical experiences
“~'designed to increase their awareness of their own feelings, ideas, and beliefs so
that their choices and decisions are made on their own values. These
cxpcncnces are in written forms, such as private journals, or in small group
. *and total group discussions. The main objective is to help children decide
what is important to them in evaluaung their interests and helpmg them

choose what is important to learn during the school year.

N

Goal Setting
After children have been prepared for decision making, they choose
three or four goals for the school year. These goals can be cognitive, affective,
-or psychomotor in nature. The children are encouraged to make decisions
- according to their interests. The goals do not have to fit the current
curriculum. The decision is the child’s; the staff‘SJob i1sto provnde the learner
the’opportunity*to achieve the goals.

Teacher-Child Conferences
After the child has decided on a goal, he/she has a conference with"the
teacher. At this conference the child shares his/ her goals with the teacherand
telts why they are imponani The teacher tries to help the child narrow the .
goal to a specific intefest area rather than a general area. (Forexample,anart
goal might bé narrowcd to spccxﬁc skills such as drawmg or painting.) The
> teacher and child also discuss ways 1o accomplish the goals. The child offers
- suggestions and states the amount of time needed to devote to each goal: At
the end of the conference the child’s goalsarc written down. One copy remams
for schoo! records and one for the child t6 take home to share with parents

Parent-Teacher-Chlld Conferences

© After the first conference, the ch|1d.|s encouraged to share his/her goals
with parents. Parents, teacher, and child then have a conference together..

Decisions are made as to when the child’s goals would be worked on and what -

each pammpam in the conference will be responsible for. For example ifa

child had - the goal to learn to cook, the tcacher may assume the

rcsp0n5|blhty for teaching the chxld how to measure.and toread recipes. The
T~ .

child may be responsible for meal, gathering the pzcessary

ingredients, and following rough with the cooking projectand tne clean up.

\ -
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Thie parent would also assume responsibility by agreeing to supply the
necessary ingredients and allowing the child tc cook at home forinstance. At
the end of the conference each person—the parent, child. and teacher--has a
responsibility to help make each goal a success. .-

~ Final Conference ' -

At the end of the year the teacher and child have a conference and discuss
each goal. The child discusses feelings of accompiishment or, at times, lack of
success. Each child then writes a final evaluation of personal goals. For
example:six year old, “I think making goals for myself has béen nice. Why?
I've been doing better.” Fifth grader, "I was successful with this goal. I would
have chosen.something harder if I had not been having so much trouble with
division.” Sixth grader, “It didn’t také very long for me to reach my goal. 1
tried not to yell. I tried to keep my mouth closed. . . . I tried not to yell outside
but when you are in a championship hockey game and a player misses a
breakaway, you try to help him out and you yell and look mad—thdt will get
him mad.” Fourth grader, “I can read alcud without being afraid. I was

‘successful. ] camrread to anyone who asks me. [ will never need to have this
goal again.” ‘

e - ~Comments

When educators give students the opportunity to participate in planmng
their educaticn, they are helping develop decision makers. Students accept
the responsibility because they had input. Their ideas and thoughts are
respected by their teachers. Teachers, students, and parents work togetherin
helping students become succhssful. . The learning environment helps to
encourage mdependcnt thinking and creative individuals.

We think our program’s emphasls is reflected in this quotation:

I cannot learn to decide
If you make my decision
If you tell me

What to be.

Let me choose what

I must learn.

It is necessary for the future growth of children that they be allowed to
make decisions and take on responsibility. They need to conceive of
“themselvesasac.ive agenmn their own learning and growth, experiencing the

- outcome and integrating the fruits and consequences of their choices.

In Conclusion

.

The material in this chapter indicates a direction for educational change
that has been taking place fpr at least 50 years. The changesare onesin which

Y q :3
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teachers (or the schools asan msmuuon) mové from making all decisions for
learners to decision making that is cooperative, with active involvement of
students. All teachers have s0me discretionary authority which they can

“eXxercise in their'classrooms. It may be as simple as deciding when to study a

particular chapter in a textbook or asking what else students would like to
know beyond what,is required of them. It could be as complex as having
students s equal partners in deciding on goals, subject matter, methods of
teaching, and evaluation of achievement. It may even extend to having

“students take the leadership in these areas. : -

Whether simple or complex in nature, the lmportant prmcnple to keep in
mind is that individual educators can foster student participation in decision
making, whether or not education as a whole moves in that direction. It is
easier whefirothers are going in the same direction. But it is not impossible to
go against the tide, as the thousands who have-done so for years can readily
testify.
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3.
Needed Research
and
Educational
Development Wor

General Needs

Before dealmg with specific needs i in research and development work which
‘would improve practtces,and programs for self-directed learning, scveral
generalizations will be repeated whtch emerge from the matenal in the
previous chapters:

1. There is a strong base of research data already in evidence to provide
solid support for the kinds of self-directed learning which this publication
advocates
.« 2 Successful programs and practices in all aspects of self-directed
learning have been observed in every kind of classroom invarious parts of the
country over the same period of time. The researchand practices extend over
a period of 40-50 years. s
: 3. Both research and practice give as much support to the value of self-
* directed learning programs -as’ they do to conventional teacher-directed
"learning programs, when measures of academic achievement are used.

‘4. Not only do programs for self-directed learning result in academic
achievement comparable to teacher-directed progtams, other (additional)
objectives in such programs help promote the umque purposes of American
education.

Why have self-directed learning programs not become more widespread?
Despite the strong evidence to support e fact that students can learn to
become self-directed and self-responstble only a small proportion of schools '
and classrooms in the country make use of the programs and practices. Asa
matter of fact; legislatures, school boards, some segments of the public, and
some members of the education profession are pushing harder than ever to
have student learning controlled, directed, and monitored by adults. '
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Need for Educational Research in All Areas

One reason for the persistence of.conventional programs has todo w:th
money available for research and innovation. Much more money must be
allgcated for educational research, for development of research into usable

‘classroom practices, for dissemination of promising practices, and for

training of educators to upgrade their own knowledge and skills for teaching.

. This may s mhkeafoolhardysta_tememmhghtofcurrentlystrongtaxpayer
‘resistance /to increased taxes and to other public expenditures. Although

precisé information is not.readily available, it is estimated that business and
industry in general spend an average of six percent of operating funds for
research, development, and employee training; that growth industries spend
ten to fiftéen percent of their operating funds for such purposes; and that
pubhc education in all sect. ;s probably expends less than one percent of
operating funds for comparable purposes. Is it not incongruous that each
school district or othereducationagency canspend severil hundred thousand
to several hundred million dollars annually for operation without spending

-the money necessary to find out what it is doing, how well it is doing, what s,

working (znd why), or what is not working (and why not)? Further, the
research that has been done and cited previously is rarely an integral part of
the operation of an ongoing agency; in most cases the research comes from
persons outside the institution being studied.

Each ‘school agency (school district, college, university, intermediate
office, state department of education, or other) should have or be part of a
system for upgradingits efforts Such a system would include the components
in Figure 1.

Operation of Programs

/ ( Established and Exploratoi'y) \
: Evaluation

. Coal-Setting » . (Ongoing and
Summative)
. L. Development Work ) Research
Dlssemln.atlon <+————— (Curriculum, Instruction, «—e (Concerning Programs
and Training Administration) and Practices)

Figure 1. Components of School Agency Upgrading Efforts

o

Figure 1 illustrates the need for not only carrying on operation of
programs, which ,every agency does, but also the need to: (1) systematically
establish and review goals, (2) gatherevaluative data on achievement ofgoz_lls,

PrE
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(3) carry out operanonal research concerning programs and practices, (4)

conduct development work in curriculum, instruction, and dministration in
order to translate its research findings into more cffectxw, practices in the
agency, (5) provide for needed dissemination of innova ' ve ideas, research
findings, and evaluation results and training of all persannel, as needed, to
carry out new programs/practices. Many school agencies are too small to
operate the whole system adequately as depicted here. In those cases,
c¢ombinations of agencies are needed. :

Most education agencies have goal statements ofsome kind and there is
usually an attempt to have those goals reflected i programs and’ practices.
Some ongoing (formative) evaluation takes place: this is the kind that can be
used by teachers, students, and others to alter what is going on while itisin
progress. Summative evaluation usually takes the form of standardized tests
or, mcreasmgly. observation of performance of a narrowly defined
competence. Further, most evaluation in schools has to do with accomplish-
ment of the specific practices rather than the attainment of the basic goal. For
example, in measuring the ability to write, schools are more likely to
concentrate on knowledge of mechanics of grammarinstead of the widearray
of skills that singly, and in combination, constitute the ability to write. In
areas such as scientific problem-solving ability or citizenship development
there iseven greater likelihood that evaluation will be concerned with recall'of
facts and snmple elements of inference rather than with the kinds of decision-

: makmg skills which are part of our daily lives or scientific endeavors.

Slmply stated, there are few examples of districts or colleges and
universities which carry out research concerning their own programs and
practices-and fewer still in which the work necessary to develop evaluation
and research findings for use in the school or classroom is in evidence. Of the
two remammgcomponents there is some evidence of increased use of agency-
sponsored in-service education and curriculum development as well as use of
external dissemination systems, like ERIC. However, even in these activities
the training (in-service education) and curriculum dc«elopment are rarely
based on any evaluation data or research data from the agency itself; that is,
they are rarely designed to capitalize on what has been found to work well or
to overcome any gaps or weaknesses discovered through systematic rational
analysis. Obviously if there is no comprehenswe evaluation or any research
and development activity within that system, ll/ is not possible to base in-
service education activities or curriculum development activities on either
research or evaluation findings.

" A concluding note on the components proposed for upgrading education
is to call attention to the need for exploratory programs and practices. High
morale and enthusiasm are often engendered by the opportunity to try out . .
new ideas simply because they are. exciting to the person(s) involved. It is
deadly to creative people to be part of a. bureaucracy which requires that all

1
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activities fit. the system before they can be explored. Quite often we do not
know what an idea means, what its purposes are, or what its value might be
. until we try to\put it into operation.

In the field &f education there has been some recognltlon of the need for
research, for. development work, and for dissemination of promising
practices. National legislation has created research and development centers, '
" regional development laboratories, and various information retrieval and
dissemination systems. The major flaw in this approach’is that each of these
agencies is an autonomous entity with its own goals, program, and practices. -
Education needs regional «nd national agencies‘\> to do this work but they
should complement or supplement basic activities of the same nature carried
on by the home agency or institution.

Every school district and other educational agency should spend an
amouint equal to at least five percent of its operating budget both to ensure
‘that the money already used for operation is being spent wisely and also to
provide for needed upgrading of people, programs, and practices. This has
been demonstrated-to be of benefit wherever such monies were allocated.
Until something approaching this is done, changes ineducation will continue
to be based largely on whim, expediency, uninformed popular opinion, and
power politics.

Specific Needs for Research and Development Work

A number of questions should be explored in order to improve the state
of the art of self-directed teaching. Additionally, those promising activities
already identificd should be publicized and used more widely. Among the
questions worthy of study or further research:

¢ How can studentsdeveIop a variety of learning styles which they then
learn to apply approximately to given tasks? While some attention has been
given to identifying the learning style used or preferred by each student, little
has been done to determine if it is possible and desirable for lndwndual
students to develop.an- array of styles to choose among.
® Arethere pamcular learning styles which uniquely fit each student and .
will develop for that student under certain conditions? It appears to be so but,
if true, under what conditions? .
® To what extent ca> teachers understand, appreciate, and accept
students who have leamlng styles different from the teacher? Do teachers
have blind spots in this regard? (Compare Kohlberg'’s idea that people at
different levels of moral development may not be able to understand each
. other.) .
® How can cognltlve mapping concepts (Hill, 1976) be developed into
usable practlces” Initial development work has taken place (see Chapter 2)
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. but is limited in scope at the momen!. \

® How can research data on the “c ther-half™ of the bral and Guilford's
(1962) concept of 120 dlfferent intellectual processes be developed further for
use in schools?

e “[he ideas developed for use of split-brain research in the\classroom
(Samples, 1976) and for classroom implications of J. P. Guilfoxd's work
(Meeker, 1969) should be tried out by many educators in different settings -
and with different age groups. Continuation of research revigwed in thg 1978

. NSSE Yearbook, Education and the Brain (Chall, 1978), is also ncede and
exc_n;mg to contemplate.

e [s therean age at which “imprinting” takes place for learning stylesan
beyond which time, little change can take place? If so, at what age or stage of
development does this occur? There is need to correlate the work of
developmentalists Piaget, Erikson, and -Havighurst with recent findings

_ about the nature of the brain in an attempt to answer these questions. h

¢ What kinds of child-reafing practices assist in stimulating creative

thmkmg and divergent thinking? Some information is now available on this
score. How can it be developed for use with and by parents?

® What can parents do for children at various ages to help increase their
children’s ways of learning to be self-directed? What should schools do to help
without intruding on proper parental prerogatives?
~ . & Are there identifiable stages of each child's development for learning
how to carry out each of the various aspects of self-directed learning, such as
individual goal-setting and group goal-setting? If so, what are they? What -
methods can be used by teachers, administrators, and others so that what is
expected of particular individuals and specific age-groups of students is
realistic and reasonable? ' '

. ® How can students be taught to recognize what their own learning
styles are? How can they learn to deal with other people’s styles in ways that
_complement or otherwisc support each other? How do students learn to cope
with apparently conflicting styles of teacher-student and student-student?

e To what extent are the differences in learning styles associated with a
person's sex determined by inheritance and to what extent by the culture?
How do teachers and the students take sex-related differences into account
for the mutual benefit of both sexes?

® Are there real dlfferences in learning styles which are due to race,
ethnic background, or social class? If so, what is their nature? How do they
promote or inhibit self-directed or self-responsible learning? If these
differences do exist, how can self-directed learning be fostered in a manner
not dominated by the majority group viewpoint? :

? Does learmng improve when teacher ‘and students are grouped

1
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according to compatibility of teaching style and learning styles as Herbert
Thelen has suggested?

® To what extent is leammg enhanced when there is dwersnty of leammg
styles in a classroom, particularly if students are ldentlfymg and trymg out
various learning styles?

¢ Which of the techniques used by teachers to dnagnose ‘learning
problems and prescribe educational activities for students can be taught to
students and used successfully by them? At what ages and in what forms? -

® It would be helpful to conduct research studies of classroom climate
-(authoritarian, democratic, and laissez-faire)at different grade levels—not so
much to determine which is better but to gain insight about the dynarmics of
the forces at work under these differing climates as they affect all major goals
of education. Goals related to traditional academic achievement may be
affected differently than those related to decision makmg and toplanning, for
example, for each of the three climates.

® An updated version of the Eight Year Study ( Aikin, 1942) would also
be interesting and productive. One criticism of this study is the experimenter
effect which yields favorable results due to enthusiasm of participants in
trying out new approaches and in being in the limelight of a study. It would be
interesting to use the results of the Eight Year Study to focus on the elements
which might have accounted for students’ success in college. Toillustrate, the
schools departing most from traditional practices, out of the 30 schools
involved, seemed to produce the highest achievement levels in student
leadership as well as in academic learning. To which feature, or combination
of features, was this attributable? Was it due to integration of subject fields, to
the extent of teacker-pupil planning, to the focus on problem-solving skills, to

-some combination of the foregoing, or to something else?

e Theeffects of a curriculum based on developmental tasks of life rather
than traditional subject matter should be tried out at all grade levels for all the
required, general education parts of the curriculum. This idea was part of the
approach used in some schools of the Eight Year Study and a number of
elementary schools have tried to organlzé"teachlng units around common life
tasks over the course of the past 30-40 years. There is no comprehensive, long-
term research on its streng*hs and shortcomings, however. If this research

_were to be conduct:d, the traditional academic subject fields of reading,
science, arithmetic, writing, social studies, and English would give way to
studies of how to cope with tasks confronting people at various stages/ ages of
development. All the basic general education knowledge and skills now
encompassed in the familiar subject fields would still be studied, not as

~ separately taught subjects but as needed to deal with the life tasks

(Havighurst, 1951% -
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e The long-term effects of current programs for individualizing

" instruction should be investigated. How do the many varieties of individually

prescribed instruction and alternative forms of programmed instruction
affect attitudes of self-responsibility and the skills needed for becoming self-
dirccted? Are we actually producing greater academic achievement through
these approaches? Whether or not more academic learning results, are we also
fostering dependency and developing robot-like citizens in the process?

e What can schools do to help parents understand and accept the
learning styles their children use. if those styles are significantly different from
those favored by the parents?

Needed Dissemination Work

A number of promising practiées from the past and present should be
publicized and opportunity provided for more teachers to learn how to use
them. Some of the most promising include:

e The unified studies and core curriculum approaches in secondary
schools and the unit and project approaches in elementary schools may be
“old" ideas to expericnced people in the profession. but they are unf.lmllmrto
most newcomers.

Edwin White furnishes some material about an interdisciplinary.
problem-solving approach in elementary school education referred to as the
Unified Science and Mathematics for Elementary Schools (USMES).
Funded since 1970 by the National Science Foundation, “The USMES
program attempts to develop problem-solving abilities by having students
work on the actual problems they encountered in their schooland community
environment” (Lomon, 1975). The USMES Guide (Education Development
Center, 1976), a USMES Teacher Resource Book: Ways to Learn/ Teach
{Education D-.ciopment Center, 1975), and an article by White (1978)
provide excellent descriptions for anyone wishing to explore the work.

e Community school and community-based educational programs in
which _parent education programs complement school-directed activities
should be expanded—particularly programs designed t0 help children be
more open to new ideas. to new activities, and to new ways of solving
problems:

The. Mott Foundation is now helping provndc fundmg for certain kinds
of community school programs. It is also true that state and federal
governments have provided sanctions for community involvementinschools
generally. This is not necessarily community:based education. Community-
based education has at least three distinctive features: the community comes
into-the school and classrooms, the.school goes out into the community, and
schools give major attention to improving the quality of life now in the
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>

community through joint efforts with other community agencies in ongoing

community activities, .
"® Values clarification exercises (Simon er al), moral edgcation'
techuiques (Kohlberg),’and Ojemann’s “causal” teaching approaches should

: .be used in different combinations and modified to suit the setting. New and

better approaches will evalve out of this, _
" e The work begun by Alschuler and others (1970) in teaching

achievement motivation should be extended to many more locations.
Additionally, the practices should be adapted for use in the upper elementary
grades and, perhaps, the lower elementary grades as well. -

o The use of ability groups for general education purposes should be
replaced by heterogeneous grouping for class sections. Reasons for this have
already been described in the previous chapter. The use of ability groups
within class, as one of many forms of grouping used to meet different goals, is
probably justified. Research evidence supports helerpgeneous grouping and
some studies support interest grouping or friendship grouping but the major
finding is that the form of grouping used should be directly related to the
purposes sought and to the methods, activities, and materiais to be used
(Wayne County). :

o College-preparatory tracks should be abolished in favor of functional
individualized curricula. Many high schools have moved in this direction but
the college~prep curriculum still persists and, in many places, predominates.

" The common needs of college-bound students are general life skills and

knowledge—needs they share with all other students, including those not
going on to college. ‘

General life’ skills courses in science, to name one area, would not be
junior versions of college chemlst;y and college physics but consumer-
oriented science courses designed to help all citizens cope with the personal
and societal issués science toucheson. One of the most damaging effects of the
national post-Sputnik hysteria for upgrading science and mathematics was
the development of courses in smencc and mathematics which proportion-
ately fewer students take each ye‘ar “New science™ and,**new math” may be
great for potential scientists and n’mthcmaticians but are seen as irrclevantby
most other students.

Our schools, need to prov:de enough understanding of science and
mathematics, pamcularly statistics, environmental education, and computer
sciences, so that citizens can participate in making mtclhgent decisions about
allocation and use of material resources.

If curriculum tracks are abolished, they would be replaced by a set of -
courses or experiences required of all, and other courses available for

- exploration of interests-and for pursuit of careers or other specialized needs

and interests. This can take many forms.
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o Increasingly. students should help each othef learn. The skills needed
in order to have students learn from each other are relatively casily learned.

Benefits can accrife to teachers and students through more widespréad
use of what is now referred to as cross-age tutoring. by use of small pianning
groﬁps. by fostering pai’réd-lcarniﬁg. by use of learning tcams, and by teacher-
pupil planning. The teacher must spend some time in deternuning which of
these approaches is appropriate Lo use for particular purposes. followed by
explanation of what is to be done. The most difficult part of instituting these

ractices, for a teacher who has not previously engaged students in learnin
) ag Y £

how to help each other, is to overcome the attitudes of competition and
negative reaction to cooperation which students have experienced previously
in school. .

o Selfdirected learning programs cun represent one effectne-wiy to
mainstream exceptional students. The clements of self-directed leatning
stress individualizing one’s own education with the active assistance of the
teather and-others whoare part of the learning situation. Puolic law 94-142
calls for lcarmng in “the least restrictive environment’ {mamtlrmmmg) for
students usually labeled as handicapped in some sense.

Whether students are certiffably gifted. handwapped. or “normal.” they
are most likely to achieve their own potentialif they learn how to: (1) discover
“their values and establish appropn.nc educational’ gmls (2) diagnose their
own strcngths and weakncsses in relation.to what they seek te achieve, (3)
develop individual plans and plans with others for activities which wiltfead to
goal attainment, (4) learn to identify thetr own lcarningknk(’s) and how to
use the style(s) which fits therr and the task at hand. (5) ideatify and use a
variety of resources in problem solving. and (6) discover how_to assess
progress and achievement of goals for themselvesand the group of which each
is part. Many students can be taught to write their own “individual learning

_p\lan" with the teacher instead of having the teacher write it for them

Concfuding Comments - _ :

“The resecarch and development needs descrikzd in_this chapter look
formidable., A list -of resecarch and du‘dopmcm needs for traditional
education would look equally imposing’if comyllcd itt this manner. As in all
other fields of human endeavor. the more thatis learned, the more we become
aware of whai we do not yet know. Whats encowsaging is that a great deal is

- now kngwn about whit does not work. in &ddition to the'useful information

from rescarch and practice concerrfing promising paths to follow. It is
possnble thcrefore to improve education Tor self-directed learning simply by

abandomng ineffective practices orprograms in some casesand by adopting .

some easnly -installed promising practices in other cases. While the current

mood in the cougtry and in thé:profession is for mosc control and more*

.
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direction from the top. cach memyer of the profession has some eontrol over
what he or she -does. As a consequence. each of us ciun bring about some
change at the place where it counts most afterall. Thatis, we can change what

“each of us does in the direction we want to go. Students learn to beeome self-

directed when surrounded by sclf-diregted teachers. It certainly helps of
parents, administrators. and *others also display behaviors whieh foster
movement toward more self-direetion in education for all parties involved.
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Social-Cultural
- Forces Aﬂ'ectmg
Self-Directed
Lea.mmg

In preparing this publication, members of ASCD’s Project on Self-Directed
Learning recognize the major role played by social ond cultural forces in
teaching and learning. How do these forces specifically affect programs

_designed to increase self-directed and self-responsible learning?

There is ample evidence to suggest that one’s own experiences and
racial/ ethnic background provide each of usdiffering insights into the nature
of the issues involved. With that in mind. we invited Claire B. Halverson,
Alberto Ochoa, Ana Maria Rodriguez, and Barbara Sizemore to share their

" expert views in these matters with us.

Halverson has worked in the Midwest for more than ten years in

" inservice education programs designed to overcome institutiord] racism.
Ochoa and Rodriguez are faculty members in the Department of Multi-

cultural Education at San Dlego State University. Sizemore was anéducator’
in The Woodlawn Organization (TWO) in the Chlcago area, became the f'rst
black woman to serve as Superintendent of Schools of the District of

* Columbia, and is now at the University of Pittsburgh. Their experience,

research, knowledge, and commitment to sorial issues are reflected in. the
following contributions.

49



Forces Which RAffect Self-Direction
and Self-Responsibility of Students

Barbara A. Sizemore

Many social-cultural forces affect the self-direction and self-responsibility of
black students. The most important of these forces is the imputation of black
inferiority conferred upon black students giving them unequal status
(Greenstone and Peterson, 1973; Sizemore, 1978). Judged by their socially
selected physical traits and cultural attributes, black students are frequently
placed in unfriendly, unresponsive, and unsupportive educational environ-
ments where teachers are negatively oriented, if not openly hostil:. to them.
Moreover, their attempts at self-direction are thwarted by grouping practices
based on ability, reading, or achievement; the age-graded vertical
organization of their institutions; and the norm-referenced CLrnculum
emphasizing white, affluent, Anglo-Saxon life experiences.

_ The problems that black students have generally center on discipline,
learning, and self<concept. To alleviate these problems educational strategies
compatible with their growth rates, development patterns, learning styles,
cultural heritage, and sociolinguistic experiences are nceded. However, the .
curriculum of the American public school is taken from the affluent, white,
Anglo-Saxon family's book of life. The experiences of others are often absent
or briefly appended. The nuclear WASP family includes Mother, Father,
Sister, Brother, dog, and cat. They live ina littie white house with a triangular.
roof surrounded by a green yard and a white picket fence. Too often black
students neither identify with this family or recognize its values and norms.
Consequently, the already-developed systems of self-direction-and self-
‘responsibility operating in the black community of high rise apartments are
unacceptable in the American public schoo: classroom. In many situations,
these systems involve: (1) the care of younger sxbhngs (2) the execution of
family responsibilities (marketing, paying bills, receiving goods and services);
(3) the protection of -self from hiostile neighbors and peers; and (4) the
preservation of family values, (appreciation for bl}pk history, black heroes
and heroines, and black institutions).

Untfortunately, the public school does not reinforce these experiences.
The norms of the public school emerge from the WASP gestalt, and teaching
strategies are designed 'to enlarge this life style. Curriculum content and
methodologyare constructed todevelop the WASP child's potential while the
black childs definitions, assessment, and explanations of appropriate
institutional behavior zre irrelevant. Conseguently, this denial of recognition
and respect forces black students to secek alternative goals for self-
actualization (Sizemore, 1978; Clark, ]973)

$0



O

ERIC

Aruitoxt provided by Eic:

SOCIAL-CULTURAL FORCES 51

Moreover, black students seem to learn better when cbgniti\'e tasks are
related to psychomotor activities. Harry Morgan explains this relationship
in his research. He says that many “. .. black people have a cognitive style
which seems to requirea more active interaction with the learningenvironment
than what is needed by their white counterparts. Top performance Gemands a
compatible interaction between cognitive (information processirg) and the
motoric {physical output) demains with circular reinforcemert from one
domain to the other™ (Morgan, 1977).

The passive, sedentary environment of the American public school is
disadvantageous to black students who must be aggressively involved in the
learning activity. Black students seern to need to act, to be engaged. to be
doing while learnin  Teachers need to understand how to present
procedural knowledzc concerned with teaching the learner how to do
something. Most teachers understand only propositional knowledge or
content concerned with knowing rhar or knowing what (Olson, 1973).

Another difference between black and white students 1s their language
usage. Black students speak a dialect called “Black English.” Although
many black teachers and educators disavow it, most black students speak it.
Smitherman (1977) posits that certain characteristics of Black English could
be used to teach black students Standard English. She says that teachers
need to learn how to use what the kids already know t¢ move them to what
they need to know. Smithermanr finds:

{If} you genuinely accept as viable the language and culture the child has

acquired by the time he or she comes to school . . . it follows that you allow the child
to use the language to express himself or herself. not only to interact withs the: peers in

. the classroom but with you. the teachers as well ... (1977).

She urges educators to use the “call-response™ dynamic integral to the
communication system of Black English in an interactive way to facilitate
learning for those black students who cannot learn in a passive way. “Call-
response” involves a leader who “calls” the message to be disseminated and
the respondent who “delivers™ the response. Teachers then include the
learner in the process in an active wav. Other techniques which Smitherman
advocates are peer group tutoring, rhymes and rhyming patterns, and tonal
semantics. :

Black students have other strengths such as interests and, sometimes,
skills in music and art. The ability to reproduce sounds on musical
instruments or with the voice should be used in ways to facilitate learning

the other symbol systems.. that ‘is, numbers and words. The ability to

reproduce images is related to the ability to articulate thoughts in words.

Additionally, music and art involve action and psychomotor activities.
The lives of black children from large. poor . families dictate an

extraordinarily difterent repertoire of experiences in self-direction and self-

tee
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responsibility. They may not need two or three weeks of learning sharing;
they may need to learn ownership. They may not need to “play house™; but
instead may need to start cognitive development skills immediately. They may
not need to learn to count; they may need to learn the meaning of the
number one. They may not need to learn their ABC's; they may need to
learn the sounds-of those letters. Indeed, teaching the ABC's may increase
their difficulty in learning those sounds.

To teach self-reliance, President Julius Nyerere of Tanzania says that
education should prepare young people to live in and to serve society. But,
‘a decision must be made first about what kind of society is to be built. In
Tanzania, the polity wants a society based on: equality and respect for

‘human dlgmty, sharing of the resources produced by the efforts of all; work

by everyone, exploitation by none. This means that the educational system

“will stress cooperative endeavors as opposed to competitive individual

efforts. It will stress service as opposed to profit and will counteract the
tendency to develop an intellectual clite tempted to despise those who have
no special academic abilities. Obviously, this kind of self-direction and scif-
responsibility would not serve the competitjve, proﬁt making social order in
the United States. .

In order for a self-directed, self-responsible black youth to emerge from
the present social order, changes in the passive, sedentary teaching-learning
environment have to occur. The docile. black learner who quietly
acquiesces, complies, and conforms to social arrangements which confirm
his/her subordinate role may not learn as easily or may not learn at all.
Accordingly, such a student exacerbates his/her unequal racial status.

Both Freire (1971, 1973) and Woodson (1933) oppose the banking-
deposit system of teaching wherei# the student is regarded as an object.
Woodson wrote that the purpose of education was to inspire people to live
more abundantly, to learn to begin with life as they found it and make it
better. The mere imparting of information was not education to him; for the
goal of education was to make people think and do for themselves
{Sizemore, 1973).

Freire advocates a problem-posing cognitive approach which wnII
deepen our consciousness about our situation enabling us to apprehend it as
historical reality susceptible of transformation, and to act thereupon. For
him the dialogue was the center of his curriculum, beginning with the word
itself which had two elements: reflection ard action. For Freire, dialogue.
was the encounter between people, mediated by the world in order to name
that world. Self-direction and self-responsibility for black youth depend on
the ability to order that world by using their own sociolinguistic experiences,
life realities, growth rates, and development patterns in a teaching-learning
environment, free from the imputation of black inferiority, where they enjoy_

equal status. - -

S \



Individual and Cultural Determinants
of Self-Directed Learning Ability:
Straddling an Instructional Dilemma

| Claire Halverson

Are there conditions of race/ethnicity or sex which affect one’s ability to be a
self-directed and self-responsible learner? Traditionally there have been
group as well as individual differences in achievement as measured by
standardized tests in the public schools. Racial/ethnic minority students
(blacks, Hispanics, and Native Americans) have notachieved as well on these
tests as white, middleclass students. i ’

In addition, there are achievemert differences in male and female

~students. Girls do well in the primary grades but clearlyslip behind startingat
junior high. There are also differences in types of achievement; females do
better in verbal areas such as language arts, while malesare more proficientin
spatial, analytic areas such as math and science.

The urban education literature of the i960's is saturated with
explanations of low achievement of racial/ethnic minorities and low income
students. These children were seen as “culturally disadvantaged™ or
“deprived” which was supposed to explain theirlow achievement. This is seen
increasingly as blaming the victim-instead of the cause.

More current explanations of low achievement of these groups refer to
institutiona! racism and school-related causes such as low teacher and
counselor expectations and behavior which does not hold these students to
standards or which” holds male and female students to differentiated
standards; inability of schools to relate positively to parents of racial/ethnic
minority students; and curriculum materials, instructional practices, and
school organizational patterns which favor white, middle~class students and
contribute to differentiated outcomes for male and female students.

Learning Style in'Relation to Group Differential Achiévement

_ One possible &use of low achievement among racial/ethnic minorities
and differentiated achievement between males and females which has
received minimal attention is the possibility of differentiated sex and
racial/ethnic learning styles. The focus on individual differences in the last

3 decade has produced data on the existence of, and systems of identifying, -
individual differences in learning styles, particularly cognitive style. This
research has focused on “global-analytie capacity” (Davis and Klausmeier,
1970; Ohnmacht, 1966) and more total ‘“‘cognitive mapping” incorporating
symbolic orientation, cultural influences, and modalities inference (Hill,
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1974). Family background, talent, life experiences, and personal goals
influence these learning styles, it is felt. Little concern has been shown for
cultural group differep=z<in addition toindividual differences. Is this because
group deviatjon from the white, Anglo-Saxon Protestant male, a minority to
be sure but one on which our cultural standards are based, has always been
seen as negative? Is this because.-differences have been explained as genetic
rather than cultural as in “women’s intuition™ or the “natural rhythm” of
blacks? Is this because discussion of group differences has led to stereotyping
instead of recognizing patterns? If schools are designed to encourage more
self-directedness and self-responsibility, learning styles of students must be
identified. There will cértainly be individual differences in learning style, but

_there is growing evidence to suggest group differences as well. Although there

may be patterns of behavior within a racial/ethnic gﬁup, there are
intragroup differences based on such characteristics as (1) religion; (2) urban-
fural; (3) economic status; (4) length of time in the country (generally third
g fion members of racial/ethnic groups tend to be assimilated); (5)
location in a given part of the country (Mexican-Americansin the Southwest
maintain closer ties to Mexico than those who live in the Midwest} and

number of the group in the area (racial/ ethnic group identity is stronger when
) group group y g

there are larger numbers. A Swedish American in the Eastis notidentified; in
the Midwest he/she is a “Swede™); (6) visible identity (people of color are
easily identified as not being a part of the most acceptable group); (7) level of
education; and (8) language used. A Mexican Amegican’, for éxample, who is
Catholic, lives in-a small town in Texas, has low income, has been in the

_'country less than three generations, and has dark skin and dark hair, will tend

to retain a significant part of cultural behavior traditionally found in Mexican
American communities. -

“ To what extent are there cultural differences between malesand females?
Bem (1975), in a study of undergraduates at Stanford University, has found
that about 50 percent describe themselves: with adjectives which are

appropnate to their sex role, 15 percent report themselves to be cross-sex
tvpéd, and about 35 percent see themselves as having characteristics which are
androgynous. Is this self reporting method and college student ‘sample
indicative of more general male-female differences? There has bPen’httle work
in the area, and sex roles are changmg There is even less clarny about the

" causes of adherence fo or deviation from group standards for males and
females. Hunsaker (1978), using the instrument developed by Bem which

groups personality characteristics into sex appropriate or sex inappropriate
categories, found a high level of sex stereotyped expectations in parents of
newborn children. Other studies sitow that parents have different behavioral |
and career expectations for their babies dressed in blue than their daughters,
and that boys are handled more roughly even as babies. Several studies have.
reported that achievement-oriented behavior in girls, a “male” cultural

.
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characteristic, is prevalent among females whose mothers have been “pushy.”
“not protective,” and “less nurturant” (Crandall et al, 1964; Kagan and Moss,
1962;.

N Cultural Learning Styles Chart

If there 4re cultural as well as individual differences, how do they affect

_ lcq&ing styles? The chart that follows, “Cultural Learning Styles,” was

developed by this author in order to create a structure which would help
educators identify cultural patterns relevant to learning styles and suggesi
classroom instructional strategies. The work by Ramirez, Herold, and
Casteneda (1975)in this area has been most helpfulin developingcategories of
the chart. The chart indicates questions about values, beliefs, and behaviors

_which are relative to learning style in the areas of child-adult relations, child-

child relations, and cognitive learning styles; selected cultural patterns of
racial/ethnicandsexgroups;and suggested classroominstructionalstraegies.

Data for the documentatior. of cultural patterns has come from the
references following. Cultural patterns for each racial/ethnic and sex group
are based on the references and research primarily carried out by members
of the group- in question. Additionally, once the chart was developed.,
members of each racial/ethnic and sex group who are familiar with research
on cultural differences were consulted to test the validity of the constructs
shown.

The five cultural groups are: Low-income Urban Black; Traditional
Mexican American; Traditional Nativ» American; Middle-class White; and
Traditional Female. These groups were included in the chart because the

‘most relevant research available concerned them. The chart does nc’

attempt to be complete, but, rather, to give selected illustration examples. A
complete taxonomy may not be possible at this time due to insufficient
available research. Cultural patterns are only briefly described. Their
sociological and historical causes cannot be thoroughly analyzed within this
brief section, nor can the complexity and variations of the behavior within
groups be described. There exist cultural as well as individual differences in
learning style, and these have implications for schools in a culturally
pluralistic sociéty. For a more thorough understanding of the learning style
of any one racial/ethnic or sex group. the reader may wish to read the
references cited. ,

Again, selected patterns are not intended to refer to all members of the
group; there are many individual differences within cultural groups. There is
still much controversy, in the area of cultural differences since these
differences even in the 1970°s are perceived by some educators to mean
inferiority of the oppressed group and all members of the oppressed group
are stereotyped into these patterns.

6o
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_ Low-income Urban Black. Billingsley (1969) points out that there are

two distinct groups within the low-income black group: the working poor
and the non-working poor. Addison (1976) suggests that much of whatis
called “black culture™ is generated from this latter group, and is distinct
from other racial/ethnic low-income groups. He also finds similar value
constructs among black nationalists. (See also, Foster, 1971).

Traditional Mexican American. Ramirez, Herold, and Casteneda
(1975) suggest that traditional core values and behavior are most apt to be
found among familizs that live in communities over which Mexican
Americans have a significant measure of control, live near the Mexican
border, identify with Mexican Catholic ideology, and live in rural areas.

Traditional Native American. Brewer (n.d.) suggests that .even on

government reservations, white values and behaviors are superimposed on
Native American culture. She believes; however, that basic Native American
cultural and value systems remain in operation. Forbes (1973), in discussing
goals of education writtén from a Native American viewpoint, states that
general goals can be developed without relating to any specific Native
American group. These goals reflect the basic values of Native American
societies. Traditional Native American values and behaviors are more
prevalent on reservations ahd among Native Americans in urban areas who
are trying to relearn their culture. These values and behaviors are ess
prevalent generally in urban areas. (See also, Pelletier. n.d.)
‘ Middle-class White. Within the white middle<lass two groups begin to
appear at adolescence. Those who adhere to traditional values and
behaviors and strive to achieve academically and athletically, and those who
reject these goals, although in many cases they probably could reasonably
well attain them. Patterns for white middle<lass listed on the chart refer to
the “strivers™ or “achievers.” - '

Traditionzl Female. Bem (1975) found that 50 percent of the female
undergraduates who completed-a personality characteristics instrument
responded in an “appropriate™ manner for females, whereas 15 percent
responded in an “appropriate” manner for males, and 35 percent were
androgynous. (See: Baumrind, 1972; Janis and Field, 1959; Maccoby and
Jacklin, 1974; Walker and Heyns, 1962; Witkin er al., 1954.)

6() [
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Cultural Learning Styles

Selected Cultural Pat-

* terns of Racial/Ethnic

" and Sex Groups

Suggested Classroom In-
structional Strategies

Child-Adult Relations
{.-Does the child obey the
adult because of his/her
role as adult or must re-
spect be earned?

2. Does the child seek a
relationship with the adult
which is friendly and per-
sonal or formal and task-
oriented?

Low-income Urban Black
Respect is earned by
adult relating to child as
an individual. Child re-
sponds to shame and to
avoidance of physical
punishment. Child may
openly confront adult if
respect is not earned.

Traditional Native Amer-
ican

Leaders chosen by com-
munity and will stay as
long as community ac-
cepts them. Older adulis
seen as wise.

Traditivnal Mexican
American

Respect is given to adult
if adult demonstrates ap-
proved values such as
contributing to conimu-
nity.

Middle-class White
Respect is earned. Boys
allowe § nyore open dis-
agreement; girls not en-
couraged to be aggressive
and disagreement is more
passive and hidden. Child
responds to guilt, with-
drawal of love, and ex-
ternal rewards.
Traditional Mexican
American ’

Child seeks friendly and
personal adult relation-
ships.

Teacher needs to earn re-
spect by relating to stu-
dents personally.

Teacher can gain respect if

~ he;she demonstrates ac-

ceptable behavior. Older
teachers may more easily
gain respect.

Same as ahove.

Teacher may need to en-
courage children away
from external rewards such
as grades in order to be
self-directed.

Teacher needs to arrange
instructional time 'so that
he.she can work with stu-
dents in a small group and
in individualized situations
where personal feelings
and experiences can be
shared. Since assistance to

(IS
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bnesﬂons About Values,
Beliefs, and Behaviors

Selected Cultural Pat-
terns of Racial/Ethnic

Suggested Classroom In-
structional Strategies

3. Is the child encouraged
to disagree or challenge the
adult on ideas or is dis<
agreement seen as disre-

spectful?

Child-Child Relations

. 4. How do boys and girls

interact with each other?

" 5. Does the child work

well with children who are
older, younger, and’ or the
same age.

and Sex Groups

Middle-class White
Child functions in rela-
tionship which is some-

" what formal and task-

oriented.

Traditional Native Aner-
fcan

Respect shown to adult
does not allow disagree-
ment. Adult perceived as
wise. particularly if old.

Middle-class Whire
Child is encouraged to
challenge adult on opia-
ions.

Traditional Mexican
American

Physical contact and dis-
cussion of sex are not
sanctioned between ado-
lescent boys and girls.

Low-income Urban Black
Children are frequently
partially cared for by
older siblings. After

others is given freely with-
out asking for it and is
highly valued, teacher
needs to be sensitive to
need for help. Older stu-
dents also need to experi-
ence working in a more
formal and task-oriented
situation.

‘Child can try working in-

dependently of teacher; in-
teractions with teacher can
focus on task at hand.
Child working alone
should not be perceived as
rejecting teacher or other
children.

Teacher should avoid pla-
cing student in a position
which encourages him/ her
to disagree. Teacher who
perceives self 2s an equal
to students may find stu-
dent doesn’t share that
opinion. Student may be
unsure how to act in this
situazion.

Teacher can play “devil’s
advocate™ to stimulate in-
dependent thinking.

Human relations and phys-
ical education activities
which encourage physical
contact between boys and
girls should be avoided so
that girls are not placed in
a position where school en-
courages them to violar: -
their self-respect.

Cross-age tutoring and
multi-age classrooms can
be used effectively.
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Selected Cultural Pat-
terns of Racial/Ethnic

" and Sex Groups

Suggested Classroom In-
structional Strategies

6. Does the child work
well independently or co-
operatively with other stu-
dents?

7. How is status achieved?

about age six, children
relate mostly to peers.

Low-income Urban Black
and Traditional Mexican
American

Children are encouraged
to help siblings, partic-"
ularly younger ones.
Families tend to be large
and may include cousins.
Cormpetition discouraged.
Peer groups tend to be
strong and give members
support.

Traditional Native Amer-
ican

_ Individual competition or

demonstrating achieve-
ment in front of group
discouraged. Competition
appropriate in sports

_with teams.

Middle-class White Male
Working independently is
highly valued.

Traditional Female

Girls are not encouraged
to problem-solve inde-
pendently. Friendliness
and ability to get along
with others valued. so
conflict and disagreement
are frequently hidden.

Traditional Mexican
American  ~ :
Working for the benefit
of family and community
and assisting others are
highly valued.

Small group situations
where students cocperate;
tutoring and paired learn-
ing are encouraged. Where
peer groups are strong, it
may be helpful to main-
1ain existing peer group as
instructional group in
classroom. Students may
need more practice work-
ing by themselves.

Same as above.

Students can learn when
working by themselves and
may need skill develop-
ment in working coopera-
tively.

Female students may need
skill development ia facing
independent tasks and in
reducing test anxiety.

Small group situations -
where students can co-
operate. Tutoring and
paired learning are en-
couraged. If competition
with others is used, even
those who excel may not
want to participate in out-
shining their peers. Stu-
dents need practice work-
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Questions About Values,
Beliefs, and Behaviors

Selected Cultural Pat-
terns ov Racisl/Ethnic
and Sex Groups

Suggested Classroom In-
struetional-Strategies

Low-income Urban Black
Rivalry and competition
are discouraged in aug-
mented families and
working for benefit of
family is emphasized.
Status is also given for
one's communicative
style.

Traditional Native Amer-
ican ’

"Person should be devel-

oped in many spheres of
life including spiritual,
bodily, and artistic abil-

‘ity, not only marketable

skills. Dignity in front of
peers highly valued.

Middle-class White Male
Achievement and being
the best highly valued in
academic and athletic
areas.

Traditional Female
Physical appearance and
friendliness valued. Aca-
demic achievement nega-
tively valued as girls ap-
proach adolescence since
this is seen as unfemi-
nine, particularly in
science and math. Ap-
proval from males is
often negatively related
to academic success.

b7

ing in competitive situa-
tions, such as rimed tests,
so that they can also do
well in these situations.

Teacher zhould avoid em-
barassing student in front
of peers. Direct confronta-
tion better handled private-
Iy with students.

Teacher should develop
program to faciiitate holis-
tic development.

Students will respond to
competitive - Situations
where they can excel. If
they perceive they cannot
compete, they may give up.
Relying on competition'is
questionable since only
those who fecl comfortable
in succeeding may respond.
Status for working co-
operatively needs to be en-
couraged.

Female students need to
overcome fear of rejection
for excellence. They may
need opportunities to
compete only with other
females. They also need to
be encouraged to use their
abilities when working
with male students.
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Selected Cultural Pat-
terns of Racial/Ethnic
and Sex Groups

Suggested Classroom In-
structional Strategies

8. Does the student be-
ccme more :nvolved in the
*ask or social surround-
ings? -

Cognitive Style

9. Is the child more ana-
lytic or global in problem
solving? (Analvtic: Field
independent, gives atten-
tion to parts and-details;
abstract thinking, spatial
ability, and analytic prob-
lem solving skills; inductive
thinking or forming gen-
eralizations. Global. Field
sensitive or field depen-
dent, gives attention to
whole contextual field: hol-
istic thinking.)

\

hasd

* Traditional Female, Tro-

ditiona: exican Amer-
ican. and Low-income
Urban Black

Child is sensitive to feel-
lings of others. “Soul”
(empathetic understand-
ing), the ability to partici-
pate in the feelings of
others or the capacity to
‘interject one’s own emo-
tions into a situation to
be able to analyze subjec-
tively all the nuances of

* feelings in that situation.

is valued among low in-
come urban blacks.

Traditionaf Native Amer-
ican, Traditional Me vi-
can American. Tradinen-
al Female, and l.ow-
income Urban Black
Global style. Holistic
thinking is encouraged.
Ways of knowing can
include subjective and in-
tuitive approaches. Artis-
tic as well as intellectual
pursuits are encouraged.
Analytic areas such as
math and science are dis-
couraged for females.

Middle-class White Male
Analytic style. Encour-
aged from young age to
think abstractly. Emo-
tions should not enter
into thinking; thought
should be logical, empiri-
cal.

Teacher needs to zilow
time for students ‘o relate
personaliy to each uther
before working together;
tasks may not be com--
pleted successfully unless
human relations hdave been
attended to.

Uses personalized and hol-
istic approaches:-Concepts
presented in humanized
story forms (*S™ is a
snake): analogies instead of
dictionary definitions. May
need to develop analytic
style.

Learns well from graphs,
charts, formulas. May neced
to develop holistic ap-
proach to conceptual style.

. - / - . a
Ramirez, Herold, and Casteneda (1975) argue that one’s cognitive style,
in the broadest sense, relates to more than modes of conceptualizing; it
relates to differences in human relations, communication, and motivation
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J which influe:. 2¢ one's learning style. Two broad cognitive styles have been
identified: “field independence” and “field dependence™ (Ramjrez et al.
prefer the term “field sensitive” to “ficld dependence”™). They have
summarized research findings on these styles which are sienificant for
cducators as follows: :

.

Field Sensitive - = Field Independen)
{Ficld Dependent)
Perceives effect f the whole Analyzes parts of the whole or re-
o ‘arranges parts to maké a whole
Concerned with social environ- . Task centered
ment o )
Sénsitive to support or doubt - More independent of external
[from ‘others judgment’
_ "Personai client-therapist relation- Formal client-therapist relation-

* ship preferred ship preferred
Works cooperatively with others: Prefers to work mdcpendenlly and
likes to.assist’ for individual recogaiti~n
Verbal proficiency . ~ Skilied n spatial ureas such as

math and science concupts

i

- Analysis of rese;. i-h on cultura; pattirns and '*avmng stylesin the areas .
of human relations. comcsenication, and mad: i coneeptualizing, as the
chart indicates, shows that oppressed g & s corntry (womsn and
Third World people) tend to be more fiei-. seasitie, whereas white males
tend to be more field independent. fvis the opinion of the author that school
pohc:cs and pracuccs and curriculum tend to be structured for field
mdcpcndencc . R

' lmplications for Self-D:rected Learnmg

How should schools v.hxch emphasize SCif-dlr(.Clcd Igarning relate to -
“cultural differences in learning styles? Schoolséhaveaimed at producing at '
lcast a small group of students who have the quahuu to b leaders and
assume upper level rcspons:bllmcs and statusin socicty—young adults who-
can “cut the mustard" in'a competiti+ ¢ situation. These may be aggresswc
mdmduxls who can pursue goals independently or young people who can
suppress_their emotional concerns pf humaneness and sensitivity to their .
- own feelings and the fcclings of *others in order to allow the analyllc and
abstract part -of the brain (o protecd uninterrupted. This rugged
mdmduahsm has been highly valued in termis of our behavior as a sociely,

3
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‘ s 4
honesty, liberty, and justice arc valued only verbally. A highly intelligent
and well informed person at the top of a law school class, an able speaker,
such as Richard Nixon, could rise to the&p ‘office in the country with no
demonstrated capacity for honesty. Our values for rugged individualism and
analytic,. rational thought are basea primanily on a western European
tradition. cT

Those who succeed best with these values are those of a northern
European background. specifically males. Women are socialized into
accepting a set of values associated . with rcspons:ble behavior, friendliness,
cooperativeness, and acceptance.of authority. Girls who reject this feminine
role, who are competitive, independent, and dominant, score higher on
intelligence tests than girls who conform to that role (Kagan and Freeman,
1963; Sontag, Baker, and Nelson, 1958).

- Those of a nonwést;rn cuttural background, such as Mexican
Americans, blacks, and Native Americans, tend to have a value orientation
based on communal values and holistic thought processes. This is cultural .

“rather than genetic. Some individuals have weaker racial/ethnic -group
identity cue to factors such as-being third generation into the country or
interactive with the dominant culture, physically less identifiable as a
member of the group, middle income, and/ or not associated with a religious
group having a strong racial; ethnic cultura; component. These individuals
can easily thoos¢ to give up or modify racialjethnic minority cultural values
and associated behaviors. In tact, middle-class cultural identity has been
necessary to gain the econo=tic resources of the society such asia good job,
educanon and a house in - middle class neighborhood.

Should we design self~ ected learning environments to foster learmng
styles and characteristics of independence, aggressiveness, and analytic -
thought which are rewarded in the dominant society? Should women: and

~racial/ethnic minorities consider their cultural heritage of field sensitivity in

terms of cognitive style and interpersonal relationships a barrier to
achievement and self-directed learning? If not, how can women and
racial/ethnic minorities gain access to socicty’s rewards? We need to
consider the costs to individuals and to society of following this path. The
- white migdle-class malc who follows his cultural tradition, while gaining
power, status, and financial rewards, has suffered. Heart at:acks, stomach
ulcers, and the earlier death rate of men compared to women, Rosenfeld -
argues, can be partially explained by the cultural pressure on men to
succeed and gain prestige and status (Rosenfeld, 1972). Gail Sheehy (1976)
also documents the problems of the male in his 40’s, that is, succeSaful career
men who-are suffering in terms of human relationships.

Sandra B=m (1975), a social scientist who has researched sex roles,

* comments on adjustment and achievement in relation to sex roles:
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~High masculinity in males has been related to better psychological adjustment
during adolescence, but it is often accompanied during adulthood by high anxiety,
high neuroticism, and luw self-acceptance. Boys who are strongly masculine and girls
who are strongly feminine tend to have lowcr overall mtclllgcncc lower spatial
ability, lower.creativity.
In addition, it seems that tradmonal sex typing ncccssarlly restricts behavior.
Becaus~ people learn, during their formative years, to suppress any behavior that
might be t:onsidcrcd undesirable or inappropriate for thcir sexX, ien are afraid todo

"Ramirez, Herold, and Casteneda (1975) argue that a Mexican

American who is bicognitive, able to function in both'a field independent
and field sensitive manner, will be most able to function both within his/ her
own ethnic group and in the dominant society. Vernon Dixon (1971) speaks
of the value of the “diunital” approach of many blacks in this country. It
would seem, then, that the goals of a school designed for self-responsible

~ behavior should allow both males and females, and both racial/ethnic
"minority and majority students to develop flexibility in terms of conceptual -

style and interpersonal relationships. Schools would need to be skilled in
diagnosing students’ learning styles, and in designing an environment which
is eonducive to different ‘learning styles. Although there are cultura!ly_
different learning styles, there is individual variation among racial/ ethnic
and sex groups. Teachers may be aware that cultural patterns exist, but it is
essential that they develop skills to observe a student in order to determine
his/ her individual learning stvle.

- All children would. be miore comfortable in a learning environment
which is predominantly matched with their individual learning style in the
earlier grades. As students progress and confidence ismgt'; they can learn to
be bicultural by experiencing learning environments whith are not matched
with their style. Tkis sheuld be true for white as well as racial/ethnic
minority students, and male as well as female students. The goal should not,
however, be solely transition-for the racial/ethnic minority student to the
learning style of the dominant group in society.

Hopefully, this flexibility would not create conformity—a new
amalgamafion of males, females, racial/ ethnic majorities and minorities, so
that one person was indistinguishable from another. Rather, one would
hope both racial/ethnic minorities and whites, both males-and females,
would retain their own self-directedness to make choices and be flexibleina
cultural environment with divetse values and behaviors.

Cnly by takmg a' bicultural "approach can racxal/ethmc mmonty
students develop the ability to cope in the larger society, as well as maintain
relationships and’their ability to function within their own group. Only by

’
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taking this approach can women assure significant and diversified roles in
society while maintaining flexibility to experience the range cf human
characteristics. Only by taking this approach can men, in particular wh,ir
<men, regain their full hﬁmamty, ‘capacity for emotional expressiveness, aud,
perhaps, another ten years of life.

Will society accept such flexible, fully developed, competent, and
caring perﬂ ns?

Forces Which Affect Self-Direction
| and Self-Responsibility
of Students
Alberto M. Ochoa and Ana Maria Rodriguez

Students’ self-direction and self-responsibility are conditioned by what is
expected from them by th¢ teacher and the school system. Traditionally,
schools have socialized students according to our society’s values. In school
students learn how they must think, believe, feel, and behave to be
competent members of the society. Schools train, assort, and accredit the
individual in a manner which fits our particular economic system. Those
students whos= values, language, and culture differ from those of the school
curricula have the choice of either assimilating into the values of the
dominant culturé or being identified as linguistically and culturally deficient
by the education system (Kjolseth, 1973; Cornoy, 1974; Bowles and Gintis,
1976).

Socioeconomic Forces

« The history of our economy is closely linked with our educational
history. Mass education came into being because workers were needed to
maintain production lines. In the 19th century, education began serving the
economy by providing workers who knew their place, were productive, and
who also were subservxent Education produced workers with values that
included dependablhty, the ability to follow directions and rules, anti loyalty
with little or no questnomng of authority flgures (Bowles and Gintis, 1976;
Katz, 1971 Heilbroner, 1960). .

At the turn of the century, the family was no longer adequate in
providing training as the skills required for jobs were changmg so rapidly.
The rise of progressive education between 1890 and 1930 in the United
States stressed education as the great equaﬁzcr.‘ However, curricular and
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ability tracking, educational testing, the emphasis upon following

directions, and the ultimate‘authority of administrators and teachers made

education 4 system for integrating new workers into the labor force. It

became evident in the 30's that the amount of education attained by an

individual in the U.S. was dependent on one'’s race and economic level

(Bowles and Gintis, 1976; Bell, 1973; Gmtxs 1971; Blau and Duncan, 1967;
OB et al., 1972).

Today, the major role of schools can still be viewed as a wéy to produce
a labor force for our economy. Education in the 1970s can be equated with °
the production of good workers having certain personality characteristics
desired by the employer such as respect for authority, response to external
incentives, and dependability. Through a grading system, schools reward
these traits and discourage others. This means that schools are shaping the
self-concepts, aspirations, and social class identification of our youth to fit
the requirements of the social division of labor (Robertson, 1973, Reich,
1972; Bowles and Gintis,, 1976).

The educational management practices of our schools remforce social
class identification and inequality through tlie application of theories that
gnide production in our-industries. Theories such as Argyris' (1971)
“Immaturity-Maturity,” Herzberg's (1959) “Management Systems,” Hersey
and Blanchard’s (1969) “Leader Effectiveness Model,” McClelland's (1953)
“Achievement Motivation,” Skinner's (1953) “Behavior Modification-
Reinforcement Theory,” and Maslow's (1954) “Hierarchy of Needs” are part
_of our educational approaches in diagnosing the maturity (self-direction and
self-responsibility) of the student for the purpose of molding him/her to the
values, behaviors, and expectations of our economic system.

Cultural Forces

Because our schools - traditionally have been orientec toward
conformity, cultural diversity has been grosely ignored. Unfortunately, the
educational system in the U.S. has failed to take into account the culturally
unique set of learning, communication, behavioral, and relational styles that
culturally and linguistically distinct students bring with them to the school
as their normal learning tools (Steward and Steward, '1973; Ten Houten,
1971; Ramirez and Price-Williams, 1974; DeAvila.and ‘Havassy, 1974,
‘Witkin, 1967; Cohen, 1969). '

More recently, with the advent of legislation for mandatory equal
educational opportunity (Lau, 1974) educators have been forced to integrate
the student's cultural experience into the learning environment. However,
translating the notion of cultural diversity into the program of instruction-
has proven a challenge for schools. Most of the literature which addresses the

»
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concept of pluralistic education reveals a limited interpretation of culturé.
To be specific, many educators seem to infer that recognition of students’
cultures implies bringing to light only the historical contributions and deeds
of people from various ethni¢ groups. Along with the historical perspective,
other interpretations of culture include the representation of cultural
traditions such as holidays, costumes, music, dance; and cultural art forms
such as weaving, pottery, and jewelry making. Hence. instructional
programs and curricula are designed to expose students to these kinds of
cultural productions.

As a direct result o; :his type of emphasis on expiicit culture, ethnically
different students agross the country are learning traditional dances, tasting
ethnic foods, and reading about historical accomplishments which
heretofore have been overlooked in the texts.

In line with this trend, the teachers of these cthnic students are
specializing in university training programs which arc said to introduce
them to theories and methods of operationalizing the above described
interpretations of culture into classroom programs. The reality is that
bilingual teachers-are offered courses in ethnic studies which are primarily
history oriented, and methods courses which for the most part reinforce
concepts of culture as objects and events.

There is no evidence to support educators’ attempts to foster pluralistic
attitudes through a presentation of history and cultural traditions alone.
However, teachers and teachers of teachers continue to present explicit
cultural variables as though they were the essence of cultural experience,
and as though examination of these will lead to more pluralistic attitudes. -

‘On the contrary, such a superficial interpretation of culture leads to the
creation of neo-stereotypes. For example, the stereotypic image of Mexicans
eating hot, spicy foods is as false as the notion that all Americans cat
hamburgers. Similarly, to portray the Hispanic culture as typified by
maracas, somtreros, or the Mexican Hat Dance is equally misguided.
Nevertheless, instructional activities which are purportedly designed to give
recognition to the culture of ethni¢ group students invariably hinge ‘on just
such objects and symbols of a culture. Granted, these items may have a place
in one's cultural repertoire. But they are hardly the stuff by which cultural
experience is formed, especialiy when taken out of a life’s context.

" A contrasting appraisal of what is necded to effect culturally pluralistic
education has been offered by anthropologists, sociologists, and linguists
alike. Authors in these disciplines have suggested that viable pluralistic
education requires. teacher cognizance of implicit cultural variables such as
styles of communication, learning, and behavior (Hall, 1969; Lesser et al.,
1965: Ramirez er al., 1975; Scheflen, 1974). Unlike foods, costumes, and
artifacts, these factors of culture are not visible or tangible; they cannot be
brought into the classroom for examination and display. Yet it is* the

B
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cultural differences occurring at these subconscious levels which contribute
to human conflict both in and outside of the classroom (Philips, 1972; Byers
and Byers, 1972; Ramirez et gl., 1975).

The followmg are som‘? examples of the kinds of dysfuncuons which
researchers have reported as evidenced between teachers and students of
different cultural orientations.

Byers and Byers (1972) have cited the unhappy case study of the white
teacher and black child who keep missing each other’s cues in attempting to
establish contact with one another. When the child looks to the teacher for
nurturance or support, the teacher is not responsive. Conversely, the child
does not look up at the teacher when the child is being signaled® for
individual help or attentxon The observable-result is that thev never achieve
the eve or body contact both are seeking. Because of unperceived cultural
differences in their respective_communication systems which prescribe
different behaviors, teacher and student never seem to be able to attain a

"~ mode of interaction which is rewarding and satisfying toboth. -

Dysfunction occurs because cultural differences éxist ‘between the
cultural systems of the students and their teachers. It is precisely this type of
ciltural difference which affects cross-cultural mteracuon both in and out of
the, classroom. The obseryable consequegces of cross=cultural” communi-
cation failures are varied and in most instances quite serious. For the
classroom-aged child, these clashes with teachers undoubtedly mean
rejection, frustration, and failure.

Moreover, studies have shown that well-meaning “mainstream™
teachers who are not aware of the contrasting behavioral and perceptual
patterns of their ethnic students tend to impose their own cultural rules for
communicating, learning, and behavingupon these students. Teachersgoeven’
further.n demanding that students perform competently in cognitive modes
and social structures which are, perhaps, not toally familiar to them
(Ramirez er al., 1975; Philips, 1972). Again, the obvious outcome for

~children placed in unaccustomed classroom environments in which they are

continually evaluated is failure. They are frequently labeled “slow learners,”
“M.R.,™ “disadvantaged,” or “learning disabled.” They are then channeled.

* into the bottom group of the school’s academic tracking system where they

may be relegated for the remainder of their school lives (Stentet al., 1973).

Sociopsychological Forces

Aragon’s (1973) research on the self-concept and psychological

development examines a process of psychological adjustment that affects all -

linguistically and culturally distinct students through their school years.
According to Aragon, the acculturation syndro.ne is a process of five stages
that the chiild goes through in order to maintain the culture of his/ her home

\

75



Q

ERIC

Aruitoxt provided by Eic:

v

SOCIAL-CULTURAL FORCES 69

while developing the coping skills to participate in the dominant culture.
The school, at the same time, sees the student as needing adjustment to the
school climate and also lacking in motivation, incentive, and the need to
achieve. ' )

The violence of the acculturation syndrome begins in any school setting
oi any minority community in the U.S. where the teaching staff is culturally
deficient in attempting to teach culwrally distinct-ci.lidren. The child,
instead of finding support and enrichment of the culture he/she briﬁgs to
school, is slowly assimilated into the dominant monoculture of the school.
Tke student’s culture, language, and economic background play no role in
the school curriculum. . _

" The educational response that for the most part assimilates children
into the dominant culture consists of four stages, with few reaching a fifth
stage of “biculturalism” (Aragon, 1973, pp. 1-27; Murrilio, 1976, pp. 15-25):

Stage I'is acceptance. Thé child has reccived a very strong influence
from the home, both culturally and linguistically, and has learned love and

security in the home environment. Before tne age of six, the child has been
“tnld by the family that he/she will be starting school soon and thus is being

suentally prepared. The child by now holds a strong sense of confidence in
the parents’ advice. However, soon the parents will betray the child when
he/she is registered in school. The child senses this betrayal during thefirstfew
days of school..

Stage 11 is bewilderment. The institution the parents have told the child
was good for him/her has begun the process of confusion. The child is told
not to speak Spanish in or out of the classroom, and senses that this
language is not the right language to be spoken. The teacher may proceed to
tell the child that his/ her diet is also inferior, upon presenting to the class the
government-approved dietetic charts. The child becomes bewildered as a
result of being confronted with different values and interpretation. The
cultural values learned at home are in direct conflict with those that ensure
success at school. '

Stage 111 is rejection. The child is aware that the values learned at home
are obstacles to success and are also sources of embarrassment. A love-hatz
process begins. The child begins to hate all the obstacles to school success:
customs, language, diet, clothes, social patterns. The child’s whole culture.

"makes him/ her different; at the same time, the child feels a str?wg love for
t

his/ her family and their language, customs, and social patterns.
that the child feels secure, loved, and accomplished. }
Stage 1V is pseudo-accul:uration. The child who reaches this stage, by

is in these

‘now, has undergone profound psychological harrassmeat. It is at this stage

that the child goes through cultural indecision and is continually confused as

to what cultural behavicrs he/she prefers. If the pressure is great by the
dominant: society, the\\child will assimilate its cultural behaviors.

- \- .
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Stage V' is biculturate. If the child is able to survive stage 1V and the
dominant culture’s social pressures, he/she reaches the stage of the
psychological syndrome where able to participate in both cuitures, that of
the dominant society and his/her own.

Through the acculturation syndrome, the school system -pressures
ethnic minority students to assimilate the values of the dominant society
while eliminating the use of their home language and culture.

Sociceducational Forces

The authors view the goals of the educational system and economic

_system as one and the same-—increased productivity. Performance on the .

jobis rewarded by money, status,and recognition. Performanceinthe schoolis
rewarded by grades, status, and recognition. Those who produce according to
the criteria of our schooling and economy are chosen to fill positions with

. decision-making influence (Reich, 1972; Bowlesand Gintis, 1976; lllich; 1970).

The domesticating power of our schools in molding individuals-who are
unable to be critical of their learning and growth is evident in the following
conditions (Frenre 1971, p. 59):

a. The teacher teaches and the students are taught;

b. The teacher knows everything and the students know nothing;

c. The teacher thinks and the students are thought about;

d. The teacher acts and the students have the illusion of acting through
the action of the teacher;

‘¢. The teacher chooses the program content and the students (who are
not consulted) adapt to it.

It is, of course, possible for people to learn this way. Much of what you
and I acquired in school was deposited by teachers. Most educational
relationships outside of school take the same form; we use books, films,
television, art, and people as veins of information that can be mined for our
improvement, What we learn is often us~ful for our survival, and for our
development.-

But too many of the educational relationships we experience condition
us to he consumers rather than producers of knowledge and ideas. They
teach us how to adjust to the world rather than shape it to our needs and
dreams. Wz end up well-educated about the world as it is, but ofi¢n without
the capacity to project better solutions for old problems or to grapple with
new problems that face us. Most of us learn not to ree ourselves as active
agents, and we end up losing our capaciiy to learn what is needed to be "
active. Educational alienation-may be as common in universities as in

by
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kindergartens or adult education programs; volume of knowledge or years
of study is no guarantee that one has learned ‘how to be an active subject in
his/her own history. The ability to be self-responsible for one's learning,
career goals, and problem solving is directly related to the nature of the
learning environment created by -teachers.

‘Instead of awareness of ourselves we are made aware of the values of
others. Instead of possible models for a better society, we are usually taught
a series of myths that bind us to the way things are. We too often learn to

_ compete rather than to cooperate, to believe our needs will be met best by
individual rather than collective action. Instead of being led to realize our

tremendous potential, we usually are overwhelmed by how little we know.
Instead of learning to learn, many of us are trained to look up to the experts
with the answers. In almost all cases “education is defined as the
transmission of beliefs,” ideas, or information from one who knows to one
who should know (Freire, 1971; lllich, 1971). Freire (1971) calls this “banker
education™ the ¢ minant concept is that there exists a wealth of knowledge
which can ‘be deposited in the head of the learner, there to generate some
interest, perhaps.

Classroom /- *ernatives

As mdu.a\ed by the foregoing discussion, our economic system has
largely influenced mass education. In turn, education for conformity by
definition excluded ethnic minority children. Through the years this
exclusion has taken any number of forms. It has manifested iiself ia the
form of racial and linguistic isolation.- it has been cited by Rosenthal as the
lack of teacher ~vractation to perform. Earlier ir this section, we discussed
the exclusion which occurs as a result of student/teacher cultural
dissonance. For the ethnically different student, schools have always been

- isolating.

Many educational alternatives have been suggested which address
student exclusion aid allow ethnically different students the opportunity to
work and develop as independent, responsible learners. Ramirez and
Castencda (1974). have advocated educating toward bicognitive learners.
Their premise is that sthnically different students must be prepared to
function in mainstream settings and in their community settings as well.
Hence, the authors recornmend that students be taught in two modes or

'cogniti"e stylés field sensitive and field independent, until they become

versed equally in both.
As.a result of her study ir the Warm Springs Indlan community,

Philips (1972) has suggested to educators that the participant structures
familiar to students in their home communities should be adopted by the

g
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school. She contends that Warm Springs Indian students were not achieving
‘in the classroom because the rules for participating in the classroom differed
" from those in effect in the reservation. According to Philips, students were
either not prepared to participate in an unknown social system or they
simply refused to participate in a system they considered belonged to an
outsider.

Paulo Freire offers educators an alternative to the “banking system of
education” (1973, pp. 136-64). He suggests four principles for promoting
self-responsibility and self-direction in the educational process of our
students: '

1. All education requires some thought about people and society.
Failure to think about people could lead to educational programs design=
to dominate and subjugate. Failure to think about society produces an
cducational effort that is irrelevant. '

2. The capacity of people to affect society, to change it, to make it more
appropriate to their needs, results from reflection on themselves. Education
should make people more aware of their world and their relationship to it.

3. What people are depends on their relationships to other beings, and
to things. The more people are related to others, the more fully they are
developed. Education should make people more aware of their world and
their relationship to it.

4, The world people live in is in large measure «reated by themselves.
People construct their social and cultural environment by building and
breaking relatianships; by creating and recreating the shape of their own.
history. To the extent that they.act and their actions are the product of their
reflections on themselves and their world, then they are the subject of their
own history. To the extent that they act unaware, or are inactive, they are
objects. Education, then should increase the awareness people have of
themselves, of their relationships with each other, and of thelr role as the
creators of their own .present and future.

Cazden (1972) advocates three methods for bridging cultural
_dissonance in the classroom. Her first approach with black and Chicano
students was to become familiar with the students by walking each child
home and by inviting children to yisit her home and community. Second,
Cazden suggests building a shared life of memorable classroom experiences.

Memo.able events in her classroom included visits from friends, teachkers,
and ‘parents, many of which were documented with pictures and
audiotapes used in future sharing and reminiscing. A third way to lessen

_ distance is to avoid classroom ‘activities that may tend to increase it such as
the salute to the flag. While some teachers may take exception to this last
suggestion, saluting can be justified only if teachers are willing to make the
activity more relevant to ethnically and linguistically different students.

. °
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Conclusion

Although the means which have been suggested here are varied, the end
goal of these educational alternatives is the same. It is to make education

- more responsive to the culturally influenced learning differences among

students. Schools and more specifically teachers must consider the cognitive
and affective aspects of how children learn. Only when the appropriate
teaching styles and learning environments are provided will the culturally
distinct student be allowed to enjoy the learning experience, achieve, and
develop as a self-responsible, self-initiating learner.
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Developing Seli-Directed
- Learning Programs

Lois Jerry Blanchard )

A Parable

Once there was a committee : ’ 3
comprised of good teachers.
They were bright, and concerned.
and educated, and weli-meaning.
They wanted to help students
live 1n peace,

love each other.. .
be their brother’s keeper.,

fove learning,

become self-directed.

Then someone said,

“We will teach by example.” .
Since they were

bright, and concerned.

and educated. and well-meaning,
they were sad.

Jon Rye Kinghorn (1978, p. 19)

What examples are taught by the human activities in school? Would these
activities enhance self-directed learning? James B. M2 nald (1975)says that
it is in the quality of living. in the activities ot the school, tFat we will find the
values of the school being taught and learned.

The Culture of the School—In Whose Interest?

I learn in school”? Are they rewarded for creativity, for
they encouraged to make decisions for themselves or to

) \-\ o

. What do chil
. compliance?
This chapter was written by Lot Jerry Blanchard \,vilh.(onlrihmions from Arthur L. Costa.

Delmo Della-Dora, Mario Fantini. and Richard Foster.
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78  MOVING TOWARD SELF-DIRLi™WR Y LEARNING v ,
ageept direction without any question? Have they learnedthat- some
s dents are chsrished more than others? Do they think this has to do with

Yace or sex or ecénomics?,Do they act toward one’another on the basis of

this knowledge? .Have they learned who the ~swerful are, about
unchallenged authority, about bcmg pQwerles?“ Are they learning to be free
and responsible? -

Those things which educators, do in schools reflect thelr values. Tte
kinds of behaviors that are rewarded. the ways in which students are
categorized, the conditions of living with one another that are created, the
student personality characteristics that are cherished, the attributes and
skills that are prized by schoc® personnel define the culture of the school.
They®constitute the institutional concept of “the good life.”

*  The child readily learns what is valued and the system of norms which

influence behavior in school. Obviously, children also learn from this
whether or not they are valued asa person

The truth of that statement is harsh, but consider the evident class
structure in our schools. Students have names for it which change over the
years: “frats,” “jogks,” “hooks ” “greasers,” “burnouts.” Staff also have
names for the class structu[e. “bluebirds,” “college-bound,” “potential
dropout,” “underachiever,” “disruptive.” This labeling is a part of the school
culture, the system of beliefs, and consequent behaviors that make up the
gestalt of a school.

Another aspect of the school culture that must be considered is the
socialization process used to perpetuate societal values An important

function of socialization is to teach students what society expects of them
. a\r\d what it values It is the means by which students arf made ready for

society.
In the first chapter of this publication, the author took the position that,

“se}f-directed learning is representauve of those characteristics of schoolmg

which should distinguish educatipn in a democratic society from that in
autocratic societies. How~does school make students ready for society?

“Through participatory decision making? Through bureaucratic hierarchies

based on authoritarian control? Through contrived situations intended to

‘provide a semblance of democracy in action? Through opportunmes to

choose what to learn, how to learn it, and how to evaluate progress?
“What contradictions do we see-in the way schools presently operate
that czflect discrepancies between our humane ideals and. our political
practices and that constitute a false consciousness? . . . How can we move
f£.om the question of ‘who is messing up the schools’ to the question of
‘whose interests are being served by schooling’?" {Macdonald, 1975, p. 25).
If we are to seek an answer to the question, “In whose interest?”, for our

schools, we must consider the values people act on in school. .

< N ’
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- Values of the School and Self-Directed Learning

Values are reflected in the explicit goal statements of the school. They
are also encompassed in the unstat- | goals of the school, the hidden
curriculum. “The functions of the hidden curriculum have been variously
identified as the inculcation of values, political socialization, training in
obedience and docility, the¢ perpetuation of traditional class structure—
functions that may be characterized generally as social control™ (Vallance,
1973-74). In reality, the hidden curriculum éncompasses the values.inherent
in the school culture—people’s beliefs about others, about educanon about
life—and the consequent behaviors. :

What are the values that school teaches through behaviors toward
others? Does it appear that people trust each other? Are children trusted to
participate in planning their education? Are differences celebrated or
rejected? How do methods reflect beliefs? Consider again the continuums
(school-directed —»mid-point —sself-directed) described in Chapter I of this
publication. In what direction is the school geing? *"'hat values does that

. suggest it holds?

A comprehensive study of how a school's environment can and does
impact on children was cohducted in 1968 under the auspices of the
National Institute of Menta! Health. In describing the results of their study,
the authors point out that the mode of ‘authority children experience in
schools affects the codes of behavior and the underlying values that chiidren
develop (Biber and Minuchin, 1970). The same authors predicf@gdifferences
in the way youngsters from varying school environments “would think.

-perceive other people, emphasize and shape their concepts of themselves™
(Minuchin, 1669). The findings of their study support this prediction an.t
point ouy that: “The clearest’and most consistent school related findings . .
were not in the area of cognitive functioning, but in the area of self—
percepticn and attitude—matters of personal identity, perception. of
development and investment in roles” (Minuchin, 1969, p. 372),

Ciearly this points out the impact of the unstudied or hidden
curriculum and the need, for school staff members. to assess the value
structure they are perpetuating through the conditions of living in the school
environment they have created and implemented. Instrumentation for such
an assessment and a comprehensive review of the hidden curriculum can be
found in the study, The Values of the School: A Study of Studen: and/&r_[f
Perceptions of the Goals of the Sctool and the Hidden C:yculum
(Blanchard, 1977). Your school goals are based on what 1vie valugZ You will
act accordlrgly and creaie a learning climate. Do your goals/values faster
the concept of self-directed learning? The extent to which the school staff
sees learners as participating in directing théir own learning sets the limits
for the extent to which students will make progress in this regard.

8¢
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The Administrator and School Values

"The administrator strongly influencés the climate of the school --its
culture, its concept of the good life, its values emphasis. If an adminis-
t'i’ator wishes to expand or initiate programs for self-directed_ learning, a.
first order of business would be to consider the culture of the schoo!l and
its values emphasis. In doing this, the principal must necessarily assess
o . his;her own values as.well as the nature of interpersonal relationships, the
extent of staff involvement in decision making. and the system of controls
in use. _ : )

One way to start would be to assess one's own self-directedness. Look
at the characteristics of the self-directed learner outlined in Chapter 1. The

" following examples from that section have been paraphrased. How do you
see yourself? you ‘

Have an atmude of wanting to take on increasing responsnbxhty fer
your own learning tfor your own growth)?

Regularly clarify your own values and estahlish educational goals that
are consistent with these values?

Develop plans for achieving your gd’a’ls'?

Analyze the dynamics of the groups in_which you participate and
demonstrate capability of operating suc\.essfullv in group decision- makmg
processes? _ - "~

Know when to ask for help or direction from athers and are willing to
ask for it as needed? ! '

P-ize human differences, mcludmg those related to race, sex, ethnicity,
religious afnhatwn,;a‘nd social class . . . use these differences to clarify and
develop your own idezis‘an¢yqpr own understandings of self and-ethers? -~ - —.

Recognize that no one is eT'er*truly-alone for vcry long in learning
processes because, ultimately. the quality of human’ interaction deterinines
the qua,lity and quantity of learning in a democratic society?

‘The Helping Professional , -

The” administrator and teacher who .would support self-directed
learning for children and who theraselves would be self-directed learners
*~could be assumed to have the qualities of the helping professiona'l as
}Rﬁl@g by Arthur Cumbs in his important studies at the University of
Florida. Behavior is an expression of beliefs (Combs er al., 1969). Combs
and his colleagues studied the belicf systems of practitioners in some of the
helping professions: teadhers; counselors, professors, nurses, and Episco-
palian priests. Successful, effective practiiioners in these rields had certain

&7
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beliefs in common. For c;camplc, they saw other people as

Able rather than unable

Friendly rather than unfriendly

Worthy rather than unworthy ) - .
Internally motivated rather than externally motivated
Dependable rather than undependable

Helpful rather than hindering (p. 33)

«

In addition these helping professionals saw themselves as:

Identified with, r:ther t>an apart from, others
- Feeling adequate rathe ‘" an inadequate . "

Feeling trustworthy rathc. than untrustworthy: as dcpcndabln/ﬂh-
able, and having the potential to cope with events Fa

Bging wanted rather than unwanted: as likeable, capaﬁ'ﬂ.“ﬂ(brmgmg,
forth a warm response in those important to himher

.Being worthy rather than unworthy; as a person of integrity. dignity,
consequence, worthy of respect (p. 14)

Effective helping teachers'bring these purposes to their work:

- Freeing rather than controlling people. They sce the helping task as,
one of assisting, releasing, facilitating rather than as controlling, manipu-
lating, coercing, inhibiting behavior.

Being concerned with larger rather than smaller issues. They tend to
view events in a broad rather than a r.rrow peispective.

Being self-revea)ing rather than self-concealing. They are willing to~
disclose the self . . . to be themselves.

Being personally involved with. rather than alienated from, the ;eople
they work with. The helper sees his her appropriate role as one of
commitment to the helping nrocess and willingness to enter into inter-
action. ’

Being process-oriented rather than goal-oriented. They are concerned
with furthering processes rather than achieving goals. They ceem to see
their appropriate role as one of encouraging and facilitating the process of
search and discovery as opposed to promoting or working toward persona!
or preconceived goals (p. 3).

Also, helpers who are effective have a people rathc. than a thmgs
(objects, events, rules, regulations) orientation. They are likely to be more
concerned with the perceptual experience of those they work with rather
than the objective facts (p. 16).

“Human behavior is always purposeful. How the professional helper
operates will be dependent upon what he believes are the burposes of those
with whom he must work, the purpose of the particular kind of helping

88
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profession in which he is involved, and his own personal and professional
purposes at any moment” (pp. 14-15).

Richard Copeland (1976) completed a study of administrative effec-
tiveness in relation to the characteristics of the helping professional,
including a useful assessment inventory. Another guide which may be used
to assess readiness to initiate or support a progrdm of self-directed learning
has been developed by Delmo Deita-Dora. Some'items from this guide,
Elements of Self-Directed Learning: Self- Assessment of Intevests and
Abilities, are included here. How would vou code your interest "=.J ability
on these items? (Code: A = very high/exc. .ent; B = high/good: C =
fair/moderate; D = less than fair; E = poor: none.)

Interest ' Ability
1. Helping students (staff) lcarn 1o clarify their own
values.

2. Helping students (staff) "learn to clarify their
educational goals.

3. Helping students (staff) plan for achievement of
goals on an individual basis.

4. Helping students (staff) plan for achievement of
goals with others (particularly in small groups). .

6. Helping students (staff) assess their own achieve-
ment and/or progress toward individual goals.

7. Helping students (staff) assess achievement of
and/or progress toward group goals.

10. Helping students (staff) learn how_to operate
effectively in small group. decision-making pro-
cesses.

19. Your ability to provide administrative or super- ———
visory support and assistance to teachers who
have an interest. in becoming more skillful at
self-directed approaches in.teaching/learning.

_—____20. Your ability to analyze >and use information

' about social-cultaral forces at work in the class-
room and the school for facilitation of instruc-
tion.

These questions become basic: Are you moving toward beirg a self-
directed learner? Do vou want to help others mote in that direction? To
what extent do you want to work with ©others to assess your group’s
readiness to develop programs which support self-directed learning? Are
you interested in assessing your schecl’s values and their support of self-’
directed learning activities?

o
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Richard Foster has succinc'ly outlined the administrator’s role in a
letter he wrote as a member of the team working on this publication:

I believe the principal is a key figure in learning. self-directed or any
learning. The functions of tke principal include the following:

1. Creating an environment for instruction

2. Facilitating the instructional program

3. Selecting, assigning. reinfoicing teachers

4. Evaluating the imstructional program.

To carry this out, the principal must:
. Be a teacher of teachers
2 Model sclf-dlncclcd learning in faculty meetings. planning sessions, inter-
personal sessions, PTA meetings, etc. :
3. Have high task skills in:
. Planning and problem solving
. Setting goals with staff and individual teachers
. Knowing an instructional program (that is. self-directed learning)
. ‘Developing strategies of instructionai movement
. Enjoying conflict manag:ment
. Growing and teaching from the critiquing process.
4. Have high human skills in:
a. Communicating both verbally aad nonverbally
b. Encouraging pecple to solve their own problems
c. Being a helping person—empathy, dignity, warmth, concreteness.

~

-0 on o

Staff Dev:ipment Activities and Self-directed Learning

Havin» .considered your own readiness, that of the staff, and the
"conduciveness of the school environment te initiate, expand, or support
self-directed learning, what are some possible first steps?

Keep in mind that any staff development model chosen will have a
phllosophy inherent in it. The model may ercourage pa't1c1patory decision

- 'making; it may enhance self-dircctedness; it may be a lock-step, linear

4 approach with prescribed activities; it may provide autocratic means to a

democranc end. Again, consider the environment i creates.

There are many staff development plans. Find the one or adopt/adapt
parts of several that make sense for you and those you work with each day.
There is no one right way, as Mario Fantini indicates in his contribution
to this section. He siys:

F.

. any administrator who wants to help teachers foster self-directed learning

nccds most of all to remember the words “options™ and “choices.” ... Broadly
speaking, change is triggered in two basic ways: either people gel pushed loward an
idea or they are drawn toward it. The history of educational change agents shows
that both apparently may be effective depending upon the circumstances. The latier
strategy, however, occasionally ~ferred to as the “magnet strategy,” maximizes
direct individual and group part.-._.ation tince it allows individuals to make their

30
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own choices. The value of individual input 1 thereby stressed. In etfect, an

administrator offers up a number of idess and then provides opportunities to

identify with them.

You will notice that the staff develcpment plans discussed here
encourage individual and group participation. 7>, ¢ are complementary

and compatible with the positions on self-diresi . learning which have.

been expressed throughout this publication.

.

The “Whole Person™ Approach to Inservice Education

Delmo Della-Dora describes an approach which he has successfully’

used many times to address a variety of inservice needs:

Inservice education has tended to focus cither on.specific new knowleGge
("new” math, other new subject matter) and new skills (Flanders® interaction
analysis, “discovery™ teaching techniques) or on feelings and attitudes (values
clarification techniques, self-concept enhancement activities). Still others, fewer in
number, use simulation (role playing. psychodrama). Each approach has some
merit, although approaches which focus primarily on new knowledge have
traditionally shown the least promise of those noted.

Approaches which focus on all three dimensions of Human behavior simulta-
neously seem to hold great promise. That is, educational processes which take into
account knowledge/skills, “feelings/attitudes, .and overt behaviors will be recog-
nizing that all these dimensions of humanness do interact simultaneously in every
setting. In today's educational parlance, we must be aware of the cognitive,
affective, and motoric (or psychomotoric) aspects of each person’s being.

Tne. Michigan-Ohio Regional Educational Laboratory (MOREL) developed
an effective model for anti-racism inservice education of teachers based on this
principle ix 1968 and it has been used since in developing programs for self-directed
learning. The MOREL model began with a self-assessment inventory which was
completed by all teacuers. The guestions of the inventory asked participants to
identify knowledge ~f the issues involved in racism, racist practices, and racial
prejudice. They were also asked to indicate feelings or attitudes toward specific
issues involved i.1 schooling and race, and, finally, were asked to describe their own
past behaviors/activities elated to dealing with racial issues.

After analyzing the results, the MOREL staff provided new knowledge about
the J§C|al matters involved. Participants then indicated how they felt about the new
lnfor auon and what implications they saw for changing their own bchavxor as

. leac -

Followlng this, a discussion w~s conducted concerning the allernauve courses

cf action which might be pursued us a result of the new information and of the,

risks and conseq-iences of each as perceived by individual teachers. These first
phases emphasized knowledge (cognitive) and feelings (affective). Participants were
encouraged to try out possible new behaviors that each thought might be desirable
for them through role-playing the new behaviors in the group. Feelings about the
tryout of the new behavior were then discussed. Following this, a support person or
support group was identified to help each person as he;she decided when and how
1o try out the proposed new course of action in a real situation.

-
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Participants reported their act.ons and any resultant new knowledge and
feclings that accompanied them. This completed one cycl: of new knowledge, with
accompanying feelings and behavior. The MOREL staff then introduced new
information based on apparent needs of the group. which initiated another “whole
person” learning cycle. Ideally, the cycle is repeated until zach participant is
capable of initiatifig a new cycle based on unf=r.tanding what would heip him her
grow in the ability to be more effective as & teacher in any area of learning—
whether it be to counter the effects or instizutioral racism o. to develop approacties
which will assist students 11 becoming mor: self-directed I-arners. /

The “Beachhead” AEproach

Richard Foster has found what he calls the “beachhead™ approach to
be effective in working with staff. When a need. such as for self-directed
learning programs, has been identified. Foster proposes that the adminis-
trator work intensively with those people on his her staff who are
interested in the program. This group weuld establish its goals, develop
plans, learn together, implerr :nt and evaluate their efforts. They would
become a support group, offering help and encouragement to one another.

There are a number of benefits to such an approach. A smaller group
can be more functional to work with especially on a large staff. There are
differént staff needs, styles, and varied readiness for acceptance of new
ideas, differing attitudes toward change. Moving with-those who are ready
and giving the others an opportunity to wait and see is helpful. Those who
are more hesitant to change may lose their reluctance once the program is

-‘underway, been observed as “do-able” and evaluated. Then, they, too, can

become part of the project.
In a similar vein. : antinj states:

~

Attempts to create ‘self-directed educational environments. within school
structures assume that organizatioral supports will be established. For example, it
may be appropriate to call together teachers who are interested in the formation
and implementation of self-dirzcted learning approaches. Providing an orga~iza-
tional format o legitimize the work of the teachers who choose to join such groups
is the responsibility of the administrator. It should be made clear to the teachers
that they have the option to joir. the group or drop out of the group without
penalty or stigma ... the school administration cannot “push™ any single self-
directed option that all should chnrose. Rather. the structure should enable any
teacher who so desires to participate in the project. Perhaps the self-directed plan
developed can be a “subsystem™ of the total school, serving as a type of R & D for
the school as a whole, thus feeding important information back to the entire
professional family.

The administrator 'provides organizational supports through being
knowledgeable of the program. through sharing. through showing interest,
through working as a planning team member.

. o

o
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The Team Planning Approach

Fantini discusses the concept of self-directed learning a: well as the
provision of organizational support through tke team plann.ng approach:

Given the fact of human diversity. 1t is sensible to plan varzious educational
environments in order to match the varied learning styles of students with the way
in which they aic taught. One means to achieve this er w.ich is lield in esteera oy
‘many professional educators is the concept of self-dizected learning.

Provndxng ‘opportunities for students 1o control their own learning is bascd on
the assumption that students should be able to choose from among a range of
legitimate educational envizonments. It is difficult to conceive of one self-directed
learning approach that could be purgosefully imposed on all students, teachers,
and parents. This is because some stdents may prefer to pursue other activities on
their own, others in groups; some may have a preference to learn with teacher A"
others with tzacher “B™; some may be attracted by the computer, others by peer
tutors, others to action learning, and still others to multilanguage, multicultural
contexts.. Additionzlly, even among those who pursue self-direcied learning
approaches, some students, parents, and teachers may combine sclf-directed
learning with self-study, others with a “programmed curriculum” in which students
procecd through a series of carefully planned steps, and so on.

In short, no one pattern or combination of patierns is “bettér™ than another
for all students, only better for some students. Consequently, cach legitimate self-
directed pattern should have cqual status with others. However, whatever the
concept of self-directed learning, the common denominator is choice. .

Once groups of teachers emerge around different ¢ mccpuons of sclf—dncctcd

learning; the administrator may want to continue facii..ating farther peer inter-
action in order to promote ths establishment of the organizational vehicie of team
planning. At this stage, in keeping with our definition of s:If-directed learning as an
alternative, it is of paramount importance to have much shared decision making.
‘Vi!ﬁout the support of tzachers, administrators, and parents, most alternatives arc
-1 aanger of having a-very short life span. Before peopic can share in the decision-
making process, they have to trusi each othe- Therefore, it is the responsibility of
the administraior to ensure: that self-directed learning is adequately discussed
ameng interested parties prior to the formation of a planning group.

Once there is a general understanding of the meaning of self-directed learning,
a team planning group can be made operational within the school organization.
This team planning group might tonsider including community members in its
efforts. The admiristrator must recognize that community members and teachers
form the nucleus of participants in these groups. The role of the administrator is
usually one of facilitator. Sinc: : iese groups are made up of volunteers from the
tcachlng staff and from the hommumty, there is a good chance that previous
interaction among group members will have been minimai. Therefere, the

~ administrator who convenes the group must be knowledgeable with regard to the

principles of group psychology. In parucular group members must be made to feel
that they havc an investment in the group’s aciivities and they must be made awars
of the conscquenccs of their activities for themselves and for others.

Another important item in fzcilitating the efficient functioning of small
groups j§ dealing with the tasks at hand based on a specific agenda—team planning
groups “arc also {ask-oricnted. It is often better tg have a concrete item for
discussion than a free flowing session which has no goal. Considering the

99
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important rol: of the teacher in encouraging self-direcied -arning, an overall
strategy of organizational change as suggested by this paper needs to be
underscored.

As facilitator, the administrator needs to be censcious of creating ar

"atmosphere of openness in which p2ople are encouraged to express their feelings.

This can best be accomplished by the Zroup leader’s receptivity to the ideas of and
support for each contributor. He or she should also pay special attention to cxtra
verbal cues (facial expressions, posture). Usually, this mutually supportive atatude
will spread through the group so that its members create a supportive environment
for one another, The peer group interaction of teachers vith teachers will help in the
validation of the individual's feelings and also lend an air of credibility to how the
group is perceived by those outside the group.

Team planning as a vehicle tor designing self-directed learming environments
must also be given organizational support in the form of providing ums during the
school day for teachers to do their planning. This time must be the same for all
tcam members. although it need not be the same every dayv: The teachers can be
from different grades and can be teaching different subjects. This planning team

‘must not be perceived as merely an extra preparation period by eithgr the teachers

or the administration. Otherwise, it will become a dumping ground for zll
unwanted tasks. Usually, a group of instructional leaders together with the
administrator will continue long-range planning zftorts for the scaool with regard
to self-directed learning.

Once fully operational, team planning can berefit from sull another tactor. the
organizational support of an instructional leader, who will emerge trom the ranks
of the group itself. The various instructonal leaders «hould ylso meet to ¢t rosc a
faculty coordinaior who reports to faculty meetngs and may create opps-tunities
for dialogue about the schoolaide imphcations of seif-directed learning. The
faculty coordinater must also report regularly to the principal. Team planning also
involves the evaluation of self-directed programs. Whe  ~ossible. this -process
should be cngoing throughout the schoo ! vear and. at . ous junctures, should
take student, parent, and teacher satistact.n into account

Finalls. an ofte~ influential crpamizations] aspeet that may advance self-
directed alternatives .oncerns (b reward system. It must be refognized that
standar “zation of rewards reinforces established norms and encourages confor-
mity; this may mediate against the diversity inherent in self-directed lesrning
environments Coensequently, the rewards embraced under a scl{-directed learning
philosophy should encourage pluralisny in instructional approaches and a variety of
ways of orchestrating resources within the schoo! and commumty.

In sum. much has been learned over the past decade in our efforts with school
reform. One set of lessens deals with the need to personalize learning ard to offer a

wider choice to the learners Self-directed learning »s . mportent advance in this
direcuon. ’ \
The DDAE Approach e

John Goodlad (1975) describes anothe:r approach to sta(dcvclop-
ment. DDAE--dialogue. decisions. action. and cevalua: 1 He points out
that there are two fundamentally different views bout how change occurs.
One is rationalistic in bias: purpose precedes acuor. This gives rise to the
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assumption that schools “need only better and clearer goals and then their
activities can be aligned with them. How good thev are is then determined
by evaluating the degree of goal achievement™ (Goodlad. 1975, p. 112). The
R. D. and D (research, developmeni, and diftusion) mode! follows this
form. - _

The other change theory that Goodlad cites 1akes the position that
purpose, if any, follows or is discovered in action. Although Goodlad does
no ' advocate either extreme, the staff development model he describes is

“productive tension between an-inner drive for renewal and ideas. services.

and encouragemeni from without” (Goodlad, 1975. p. 1:3). i

. The process he discusses grew out of an arr. of relationships:
teacher, administrator, staffs of other schools, community, Goc.o d and
his colleagues at the University of California Los Angeles.

In tims, teachers, principals. and members of our staff agreed on the need 1o
improve the process of dialogue in schools and developed criteria tor a process of
DDAE -dialogue, decisions. action. and evaluation. Conducting business through
such a process became a way of life for all of us. . ..

At the request of the schools, and to a“degrec on our own, we provided
annotated bibliographies and readings on micfCliche regarding current innovatiors
and ideas for educational improvement. Clusters of teachers began to discu--
possible new practices, to become curious about aiternatives. A few, working
together, began to try some things. ’

One of the most essential elements in what proved to be an exciting experience
1n inner-oriented change with support from the outside was the process of DDAE.
In those schools developing high DDAE. . .. It appeared that many teachers were
achieving increasing control over their own individual destinies and the conduct of
daily life in' the schools. . ..

The way in which specific changes or innovaticns emerged is interesting. There
wis very little fuss or fanfare. Possible educational changes entered rather naturally
into the DDAE process. Teachers .iscussed and used them as they did t- ~books,
films, or any other’resources. ‘They simply tried what seemed to make .- . more
or less “on the run.” in the process of conducting ‘and refining an : .ucational
program for children. The smoothness of execution. in many instances. would be
somewhat dismaying or unnerving to those whe think that all significant changes
nust be imposed systematically from without. . ..

The faregoing provides only a glimpss of what began + h an atw:.
symbiosts of dissimilar organisms seeking to combine self-intirest for mutyal
welfare, the svnergy that resulted, an.d the serendipity we all came to appreciate.
The League approach represents an alternative to R, f). and D as a strategy for
school change and improvement. It does not rule out the usefuiness of R, D, and D
and s products, but these become mcaningful after, not before, the people.in a
school begin 1o examine themselves and their settings through the “process of
DDAE. This approach does not rule out, ¢lther, the presence of interested, outside
parties: in fact. they are ntiai™When those within the schoo! begin to stir, they
need to establish 4 duonship wilh svmpathetic, constructively critical elements
on 'he outside. Forces on th¢ inuide and”forces on the putside establich a
productive tension conducive (0 change. Perhaps the entire process is best left
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unnamed: but. if we musi, S, S, and S7 wall sufficr symblesis, snvergv, and
ssrendipity (Guodlad, 1975, pp. 115-16).

Goodlad sees purposes cvolving from activity. from shared oa-
perience: dialogue, discussion. Staff implements and ev.iuates activitios
and the sharing coniinues.

A Sysicms Approach

Some educators are more comfortable with & linear :pproach to
program change. This systematic d: sign became pepular during the push
for accountability. The steps in this staff development madel are:

Needs assessraent
Goals —br~ad statements of intent
Objectives  specific outcome statements int aded to ad dress goaly
Delivery systems --activities designed 10 meet the chpecir os '
Delivery systems could incinds
a. methods
b, rraterials
c. organization
d. staffing qualifications
e. trzining needs to uaplement dehivery system
S. Evaluation- to assess that degree objectines have been met
6. Recommendazions for m° ' -ation. disseminstion, oto (Water-
ford School District, 1976; :
Critics of this xind of medzl contend that it 1s o lock-tep ana,
consequently, does not encourage creative solutions. Propone‘/ms point et

bl S

/that the model can be enfered at any step. For example, -an espreiakly

effective classroon: activity (dehivery systerm may give rise to the questions:

4. Why did this work?

b. Are thcre objectives that can be met better sith this type of
activity? - ’

c. What stuaent needs are being addressed?

d. What cther mateiials could be used”

And thus, the purposes of the model are eventually addressed and,
although thev can then be reported out in hinear fasi:on that systematx
approach . . notdictuted the actual devclopment of the 1dea or program.

The Supervisory-Management Team Appro. h
In a recent NASSP publication. How fo Thange Your Schocs. ).

'Lloyd Trump and William Georgiades (1978) suggest . Supervisory-
Management Team. The leadership tole is diffused threuch th: approach.

g€
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It assumes that the principal will dclegate important, but routine,
responsibilities so that three-fourths or more of his/her time can be spent
directly on the improvement of teaching and learning. The principal then
esmbh%es a team of staff members to assist in the curriculum change
process:

Trump and Georgiades state that: “People are more likely to accept
changes in schools when the persons in charge show wﬂlmgness and
effectiveness in following different patterns of * leadership and supervision.
The S-M team needs to understand the variety of values held among all the
constituents of the organization. Resistance to change constitutes a major
individual difference among persons. Therefore . . . a variety of programs
with multiple options is essential in a school™ (p. 57) .

Trump and Georgiades also suggest some basic questions for Cofisider- -
ation by the S-M team. Their publication reviews the use of souhd
teaching methods to be used in working with people to change schools.
Thcy cau}ion:

"Schools also do not change because facilities, equipment, schedules, and other
“things of education™ change. Change is not brought about merely by building a
new edifice, spending more money, buying new equipment, increasing supplies, and
the like. Schools change unly when the behaviors of persons who occupy schools
cnange.

" %upcrﬁc:ahty is an;enemy of change. . . . It is easy to change schools simply by
changing superficially tbc labels attached to d:fferent practices and not by actually

altering the. practices themselves. Thus the leadership role requires a complete
understanding- of the reascns for, the procedures invoived, and the evaluation

‘methodologles used in relauon to all of the changes that are undenaken (pp. 52

59).

Administrative and Supervisory Suppori. Systems for Selif-
Directed Learning

Art Costa, Sacramento State University, contributed the following as
another suggested approach to deVelopmg programs for self-directed
learning. ‘

What can principals, supervisors, and other admlmstrators do to help teachers
who want to foster self-directed learning?

1 would open with the assumpuon that the admmlstrator must create an
atmosphere in which reachers experience certain conditions which promote self-
directed learning. The administrator or supervisor who truly values self-directed
learning would exhibit certain behaviors which model that value. Following are

The administrator would value differences in teaching sryle Just as learners
are different, so too, teachers are different. While most agree to this truism, the
lmplementauon of this principle is often neglected. Too often admlmstrators or

/
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supervisors tolemte differences in an attempt to convert colleagues and staff to
their own way. of thinking. Because teachers have variation in cognitive style,
teaching style, and philosophical orientations, the administrator who values self-
directed learning will facilitate having each teacher achigve his/her own goals using
his/ her own best means. .

For example, within any one staff, there will undoubtedly be some teachers
who feel that the. major purpose of-education is to develop students’ intellectual

powers, problem-solving abilities, and cognitive processes. These teachers might

value such teaching strategies as inquiry, open-ended discussions, and other

socratic techniques. Other teachers might view education as a way of transmitting

certain values, cc;ic;pts, and skills to students. These teachers may employ such
teaching strategies aslecture, demonstration, and conceptual development tech-
niques. Still other teachers may view the. main purpose of education to be the
development of each learner’s inner potential, innate creativity, and emerging self-
worth. These teachers may utilize teaching techniques including learning centers,
class meetings, and emergent learning. , :

The administrator who values self-directed learning will value each of these
philosophical positions on his/her staff. The question which must be asked is: Do
all these teaching styles and philosophical orientations promote se!f-directedness in
students? In othér words, can the administrator who believes in, values, and strives
for self-directedness in students have a repertoire of support behaviors which helps
each teacher on the staff even though the administrator may view the teacher’s style
and orientation as counterproductive to the achievement of sclf-directedness in
students? i - , T

If the admyinistrator is viewed as an instructional leader, capable of supperting
and facilitating the improvement of instruction, then the only answer to this
dilemma can be ‘that the administrator must model what he/she belicves in. The
behaviors which facilitate the self-directedness of teachers who in turn will facilitate
the self-directedness of students will include the following:

1. Facilitating: the acquisition of accurate information. Self-directedness
implies. making decisions for oneself. The adequacy of those decisions is based
upon relevant data. The more substantial the data upon which the decision is
based, the higher can be the quality of that decision. Therefore, the administrater
will be able -to gather or help others acquire such information about stugdents,
programs, test results, opinions of parents, feelings of staff, and reactions from
trustees, so.as to facilitate decision making by others. o

2. Refraining from making value judgments. Self-directedness requires one to
make judgments aboug his/her own actions, searching for the effects of actions in
relation to, the achievement of purposes. The administrator who makes value-
judgments usurps the self-directedness of others. The teacher who depends upou

others to make evaluations is not self-evaluative and, therefore, not sel{-directed. .

Knowing "this, the wise administrator provides feedback, data, and information,
then inyites the teacher to make value inferences based on those data.

/ . . . - . . "
. Listening, accepting, and clarifying. A climate o! trust is built when

ad;nfnistrators actively listen to, paraphrase, extend, build upon, clarify, and seek
opinions from others. Teachers want to be listened to. Their ideas, experiments,
questions, and problems should be explored, answered, and resolved. by thinking
them through th=mselves rather than having others supply results, alternatives, and
solutions. Such dialogue is the necessary link between idea, theory, or hypothesis
and action in- practice. Modeling self-directedness by administrators means

=
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providing a sounding board for otfers to zuunk through their »wn strategies rather
v»- * making presctiptions for thern.

- Structurmg. Administrators allocui. certain resourc: i ume, personnel,
space. {inances. and talent. Boards . :rustees adopn ruiicies which place
comstraints on thesé resources. Ir order 1.r teachers tc mis : best use of these
resqurces, it is necessary for tric admimsstrators to «pell out. identify, and -
commnnicate chat structure und-: which the schoo! azd = personnel operate.
Krwowing these ground rules and constraints facilitates th: : .wher making the best
dezzma@n about use of time, accazmplishment of objectis. d consequences of
Explicating a value syster-. 1f teachers’ values. pk ~omus. and styles are
:meessuod and ancepted,'the aa—nistrat > then is in a - wlicon 1o communicate
= TEr own. This is not to mea: that 11:: administrator t#nipalates others into
zecibiag to s her beliefs. Rotner. o a member of - .stxf. ‘he/she too is
ztlhr:d to a phiosophical value case. Tuis shoule provi.. -« administrator the
rPpoartunity to stafe, theorize about. and transiat: into imace e his/her notions
weowt self-directed iearning.- Kmowing the ac -omistra . .alue system and

snpweriencing the: positive effects ¢ ni ~= modeiine o1 th tv.c system in dealing
wezrr others, r=aximizes the possin~ .  sat tewcners v, . opt, translate, and
immmement self- rected learning - . nen hwn ¢ Lsuroor LoLces. .

¢ ange an( Self-directed L emmimpe

“what can . aarned from carproz. e .- .ge’ That the leader
.= facte  vcrzange, That cxif should  ve e -tion te be involved
or miv That # hey “opi m," thry must ~:¢ 1 vportunities to give

HrET oL, te “he  Enge, to £X«. fCSe ParLiCiliilo .11 making. That
hos .ivolvei cxd on-gomg supporr acstemm i+ hat they .need
cevronments & c=aders cter sav: oou Lo aort “You can be
rszed.” “You . 0 ble.” Tnzm need be 1 ortaneties for knowing,
-4wne. LEC actu. MEcaus “ioacipatic nocnan. s Hgnitve, affective,
Arc .4 CNOTOL0 s int#e . _al, attie. cnac be e :
Tmancos Remi Rice  ~%+ said t .t tmr coperviser working with
micaium caang=needs o har a belier 1t . il of eeach individual; a

.21 in the use i intellizence probler -ul.ing. :n¢ decision making; a

4. =7 that every -ndividw... ha- the rigr: to participax i decisions that
' . _him or her.

surely, this i~ charace~,,  of self-directednes<. Wnatever plan is used
1> develop or exrand pragrams tor self<directed learni: ¢ ~hould encourage
use Hf these characteristic, of s:i-direction. o

in suem-nary, these factors must ne considet-=1 in planning or
oy :menting programs {ur self-directed lecarning: ’
I. The school enviromenernc. its culture and the values it emphasizes;
2, The .adership raw ‘r. the acministrator in (a) exhibiting ‘the
Ll ccteristics of self-dir: - wewmess, of self-actualization, or the helping

~
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. preofess  aa. and 1n (b) ‘acilining and sumportirng these characteristics in
© othuers, ’

3. The processes of —ar z=riculum chznge model in encouraging \nd
supportitng self-directed leammme.
As Goodla (1975, . ) commente:d: “The single schooi is the

. ‘Dmrgest mmd the prroper uny” “se-—=ducational =nange.”

A " amble

Oaue tere wias a Class -

invesstigating vibrations.

Every day they studied 2 specal vibration.
The first day thke: studied varzations in
SOINITG:.

The second Jew they studiec -orations
JLIG- (N ’

Tie thur: day t-xcy studied ~amorations

«w therr rodiies.

‘e fomvis day thev er aved (e vibrations
nf tihe eeeam.

The ffrh day war “he p=@

they ook a walk

-round their sichool

and felt all the wbrations

¢ all the peopie.

n R Kimghorn ( 978, 2. 36y
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1611-17920) $3.75 )
Schoots Become Accountable: A PACT
Approach (611-740%6) $3.50
The Schoo!'s Role as Moral Authority
(611-77110) $4.50
Setacting Learning Expersences: Linking
Theory and Practice 511-78138) $4.75
Social Studies for the Evemving Individual
(611-17952) $3.00
S:aff Devélopment: Staff _-oeration
(611-77106) $6.50
Supervision: Emerging Proression
(611-17796) $5.00
Supervision in a New Key (611-17926) $2.50
Supervision: Perspectivessand Propositicis -
(611-17732) $2.00 .
wnat Are the Sources of -he Curriculum?
(611-17522) $1.50 ’
vizalizing the High School  (611-74026) $3.50
Cavelopmental Characteristics of Children and
‘fouth (wall chart) (611-75058) $2.00

Thscounts on quantity orders of same titie 10
simgle address: 1029 copies, 10%; 50 or more
caples, 15%. M. /¢ chezke or money orders
pmmable to ASC™. ' sGers totaling $10.00 or
jews must be p~. < 4. Omders from Institutions
and businesses must be on official purchase
order-form. Shipping and-handiing charges will -
be :added 1o blllad purchase orders. Plezze be
sure fo list the stock number of each publica-
tion, shown In parentheses. )

Subscription to Educational Lesdership—$15.00

a year. ASCD Membership dues: Regular ( i
scription [$15] and yearbook)—$25.00 a year;
Comprehensive (includes subscription [$15]
and yesrbook plus other books and bookiots
distributed during period of membership)—
$35.00 a yoar. o

Order from:

Association for Supervision and
Curriculum Development

225 North Washington-Street
Alaxandria, Virginia 22314

i



